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CHAPTER I
INTRODUCTION
Two Significant Needs.— There is a difference between knowing a fact
and making, a plan for doing something about the fact. For example, the
fact is known through research that there are great inequalities in
educational opportunities in this country, but there is not a common
agreement on the means of removing this condition. Further, educators
know the fact that children differ in their learning capacities and
interests, yet the knowledge of this fact alone does not define the direc¬
tion of the action which teachers might take in making adequate provisions
for the differences.
In an educational enterprise, two equally important types of individ¬
uals are needed. One type of individual needed is the one who'collects
facts or data and who concentrates upon establishing valid and reliable
conclusions through a critical examination of the relationships between
facts, A second type of individual needed is the one who concentrates
upon translating facts and conclusions into action. The difference between
these two services is a difference in emphasis. In the first case, the
emphasis is upon discovering the existing relationships' between things.
In the second case,' the emphasis is upon promoting some desirable change
in the things which people use to meet their needs, in the way in which
things are organized for use, or in the way in which people think and act
individually or collectively. There is a very definite relationship
between these two types of services. For example, one person might make a
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factual study of the extent to which students engage in work experiences.
With a knowledge of these facts, another person might develop a plan for
including work experiences in the curriculiim of a particular school.
Purpose of This Presentation.— This presentation is the outgrowth of
a belief that one of the significant functions of teacher education is
*
that of developing the competence of teachers in making plans for
promoting improvements in school and community situations. One of the
major problems of teachers who are enrolled in courses or other types of
programs' in which the center of interest is upon making plans to meet
specific needs in school situations is that of clarifying and organizing
their thinking regarding the problems they are attempting to solve.
There are many types of learning experiences which help teachers in
thinking and planning. For example, ideas are developed and clarified
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through discussions, through participation in planning, through reading,
jr
through observation, and through conversation. This presentation, there¬
fore, is only one of the many ways of helping the students to solve their
problems. Specifically, this presentation is designed to offer some
assistance to the student
1. In.developing a point of view regarding group planning through
a critical examination of the various meanings of cooperative
action
2. In selecting a problem for special study based upon some
critical need
3. In formulating a personal point of view regarding the ways of
meeting the chosen need
4. In organizing his ideas concerning ways of meeting the chosen
need into a plan for future use *
3
5. In preparing a written report of his investigation which may
be used by other students as a source of information
Concepts of Cooperation.— School people will agree that the success
of any project or enterprise involving students, teachers, or community
people depends, to a large .extent, upon the degree of cooperation
exhibited by the persons involved in the undertaking. It may be said,
therefore, that there is a common agreement among educators as well as
among other people that there are problems of cooperation associated with
any group undertaking; but this is not to say that there is a common
agreement as to what these problems are. The opinion is expressed in the
eleventh yearbook. Cooperation. Principles and Practices, of the Depart¬
ment of Supervisors and Directors of Instruction of the National Education
Association that the effort to interpret the problem of cooperation as it
relates to the socialization of educational practices and to the improve¬
ment of human relationships in community living i-epresents the core of the
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greatest transition ever, attempted in any culture.... But, what are the
ways in which cooperation may be interpreted?
When several people are associated with each other in any way, there
is always the possibility of utilizing their skills and other abilities
in order to achieve some objective or purpose. This is true in a
penitentiary, on a farm, in a factory, in a school, in a. totalitarian
state, and in a democracy. We may say, then, that the utilization of the
labors or efforts of individuals to achieve some objective involves
cooperation. In this sense, "cooperation, as a word, signifies merely
1
National Education Association, Department of Supervision and
Directors of Instruction, Cooperation. Principles'and Practices (Washing¬




In order to illustrate the variation in levels of cooperation,* two
extreme situations will be presented. In the first situation, one
individual may decide upon a course of action, make his plans for carrying
out his purpose, decide upon the various labors that are to be performed, ,
and establish criteria for judging the excellence of each performance.
Following this, he may seek the assistance of others in performing the
various tasks involved in carrying out his plan. There are many possible
means by which the planner may secure "this cooperation. Among these ways
are compulsion, bargaining, reward, exploitation, good will, love, and
sympathy. In this situation, all that is required of a person rendering
some assistance is that he perform his particular assignment according to
instructions. It is not necessary for him either to know or to be
interested in the purpose and outcome of the undertaking. Cooperation at
2
this level may be called "assistance cooperation."
At the other extreme is the situation in which a group of individuals,
every member of which has identified himself intellectually and emo¬
tionally with the group's welfare, engages in the following phases of
corporate activity:
(l) A creative planning ph'Ase in which all would participate as
equal leaders; (2) an action phase in which one would serve as agent
to direct the carrying out of the group thinking and planning; and
(3) a reflective phase in which all again would participate as equals
in appraising the results of action and in making generalizations.3
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Cooperation at this level may be defined as democratic cooperation.
An analysis of the two situations for the purpose of making compari¬
sons, will yield two significant facts. The first fact is that the process





From the point of view of the actual steps involved in the process of
acting, without considering who took the steps and how they were taken, it
may be said that there 'is no difference between democratic cooperation and
any other form of cooperation. The second fact which the analysis yields,
however, is that a unique difference between the two types of cooperation
is to be found when one looks at the extent to which members of the group
shared in the four phases of action. For example, in the illustration of
assistance cooperation, one person did three things, namely the purposing,
the planning, and the appraising; while those who assisted' shared in only
one thing, the acting. In the situation describing democratic cooperation,
members of the group had the opportunity to share in every phase of the
action, namely, the purposing, the planning, the acting, and the
appraising. From this brief analysis, it may be said that one level of
cooperation is distinguished from another by the extent of the oppor¬
tunities which members of the group have to share in the various phases of
corporate action.
Purposing - Deciding upon the worthwhileness of some
course of action
Planning - Deciding upon what needs to be done, the jobs
involved, in order to achieve the desired purpose
Acting - Doing the separate jobs
Appraising or Evaluating - Judging the extent to which
the purpose has been realized
6
It may be readily seen that- there are many possibilities other than the
two situations presented. For example, one person may take the first step,
i. e., decide upon the general course of action, and permit the group to
have complete control in planning, acting, and appraising. It is known
too, that differences in the degree of participation may be made within a
single step. For example, in the "purposing" step, one may be given the
opportunity to make suggestions concerning what might be good for the group
to do, but he may not have the privilege of sharing in making the final
decision on what the group will do.
Whether or not one level of cooperation in group action is better than
another depends upon the quality of one’s concern. If one.is concerned
•merely with accomplishing a purpose which has significance only to him and
if he has no concern for the .happiness and other aspects of the well- being
of the persons who render some assistance, there is no reason for extending
opportunities for participation beyond the level necessary to get specific
jobs done. If one person cannot do a specific job, then get somebody else
who can. On the other hand, if one has a concern for the physical,
intellectual, and social well-being of members of the cooperating group,
I
then the problem of participation enters in a new sense because of the
known relationship between opportunities for participation and the develop¬
ment of desirable human values.
One way of looking at the problem of the two concerns is to think of a
difference which may exist between a school and a factory. In a factory
the center of interest is upon the production of a finished product for the
consumer and consequently individuals are employed who possess the
efficiency necessary to get the required job done. On the other hand, it
is assumed in a school that students are immature and inefficient;
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therefore, the major concern should be upon the learning or growth process.
There are situations, however, in which school people act as though they
have a deep concern for the accomplishment of students in terms of knowl¬
edge and skills and practically no concern for the student's physical,
emotional, and social patterns of living.
The promotion of the growth of individuals in democratic living is one
of the established objectives of American education. There is ample
evidence to support the conclusion that one learns to live democratically
by having experiences in democratic living. What this means in terms of
this text is that experiences must be provided which enable the individual
to grow (l) in his knowledge and appreciation that his personal success and
happiness is identified with the well-being of the group with which he is
associated and (2) in his disposition and ability to be guided in what he
does by the probable effects of his actions upon the good fortune of
others. Participation in the sense that guided experiences are provided
for the individual to share in purposing, planning, acting, and evaluating
is the only effective means by which these desirable human qualities may be
developed. For example, through opportunities to make and defend
proposals, one can learn increasingly to support his proposals by facts.
Further, experiences in deciding on the worth of a proposal contribute to
the development of a system of values by which judgments are made. Through
opportunities to share in making decisions, then, experience is gained in
answering such questions as: "What are the facts that support the
proposal?" "What proposal seems appropriate to a given set of facts?"
%
"Does the proposal meet the need of one person or does it meet the need of
the group as a whole?" "What values are we using in making our decisions?"
"Is the proposal something that we should do now or later?" "What is the
• 8
very best next step that we should take?"
Probably the most significant value of democratic action lies in the
fact that the process itself guarantees the continued well-being of the
group at increasingly higher levels. It must be admitted that it is
possible to obtain a certain state of well-being under dictatorship,
provided the dictator has sufficient intelligence to translate his .creative
ideas for the common good into specific instructions for others to follow.
In a democracy, however, it is maintained that continued progress in the
arrangements and plans for the well-being of individuals and groups is much
more certain when creative and social intelligence is developed in many
individuals rather than in one individual. In the area of the well-being
of a people, there is one value that life under dictatorship, however
efficient, cannot provide for all the people: This value is the satisfac¬
tion which accompanies experiences in sharing with others, with equal
opportunity to exercise one's creative intelligence, in the process of
planning and controlling action for the common good. To say that this
human value inherent in democratic action is not practiced by one group or
institution of society is not a valid reason why it should not be practiced
by other groups or institutions that cherish the democratic faith.
Ideally, leadership in democratic cooperation is a function of all
members of a group and should pass alternately and concurrently from one
person to another according to the person's ability to make a creative con-
1
tribution. In circumstances in which persons such as teachers and school
iablished positions of leadership, the problem of
^
National Education Association, Depahtment of Supervision and
Directors of Instruction, Cooperation. Principles and Practices (Washing¬
ton, D. C., 193s), p. 82.
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promoting grovrth in democratic action is one of stimulating, coordinating,
1
directing, and encouraging creative planning and acting. On making this
statement, however, it .is recognized that there is quite a difference
between the statement of a principle and its practical operation. There
are many problems which a leader faces as he attempts to promote the growth
of individuals in their abilities and dispositions to act democratically.
A few of these problems will be discussed. We may begin the discussion by
asking the question; "Why should a principal of a school seek suggestions
from his teachers concerning action to be taken by the group?" One answer
to this question is that he may be limited in his technical knowledge and
that some member of the group may be able to help him, "But, suppose he
has the necessary technical knowledge, then why should he seek sugges¬
tions?" There are several answers to this question, some of which are
better than others. Two answers will be mentioned. First, there is the
psychological principle that participation in the formulation of a policy
increases one's sense of responsibility for executing the policy. Second,
a leader may know a plan which is technically better than another plan
which might be prepared from the suggestions of the group, but there is one
thing that he does not know without inquiring, and that is the level of
thinking and acting of the group. People.do effectively what they under-
/
stand how to do and what they feel the need for doing. Thus, any plan
which members of a group are to carry out with enthusiasm and efficiency,
regardless of the expertness of some other person, must be adjusted to
their level of maturity. One can learn about the maturity leyel of others
from the proposals they make. From proposals which people make, one can
learn not only about the level of their competence tio undertake a task, but
also about the values or standards by which they think people ought to
10
regulate the things they do.
The problem of the relationship between the mature and the immature is
probably one of the least understood aspects of democratic cooperation.
This is the problem of individuals working together in situations in which
one may know and others may not know, yet decisions must be made coopera¬
tively. What specifically should be the relationship in democratic
cooperation between the immature and the mature, between a leader and the
group, between a school principal and his teachers, between a teacher and
his pupils, or between the school and the community? How can progress be
made if plans must always be adjusted to the maturity of a group? What
suggestions can children make, for example, with their limited experience
and knowledge? Are there not occasions in which adults must make decisions
for the protection and best interest of the young when the children are not
sufficiently mature to imderstand and appreciate the value of the decision?
Are not the only people who can cooperate in making effective group deci¬
sions those who are socially and intellectually mature? Yet, even within a
group with a high average level of intellectual maturity, are there not
individual differences in ability among the members of the group? Even if
the members of a group are equal in skill and intellectual competence, is
there not a probability that they may differ widely in their.values or
convictions about the way people ought to live and work together?
On considering the problem of the relationship of the mature to the
immature in democratic cooperation, it will doubtless be admitted that
better decisions will be made as the level of maturity of a group increases.
But, it must be admitted also that maturation is a developmental process.
One does not automatically reach maturity - one develops or grows through
various stages of maturity. This means that individuals have to grow in
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their ability to make wise choices and that the only way to develop the
capacity to choose is to have experiences in choosing.
It would appear, then,that an important aspect of democratic coopera¬
tion is the need for guided experiences in learning how to choose wisely
at progressively higher levels. In developing the capacity of children to
operate democratically, there are some decisions that the leader must make
because of the children's immaturity; there are also some decisions which
the children are mature enough to make for themselves and they should be
given the opportunity to make them. Through experiences in making these
'
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decisions, the power of the children to make decisions at the next higher
level is developed. They should be permitted then to make decisions at
increasingly higher levels, and so on through one level to the next higher
level until they can decide and act without the guidance of the teacher.
The teacher who has faith in the .democratic process and who knows where the
children are in their standards of human behavior will also know which
step to take next in promoting their grbwth in democratic action.
In promoting the growth of a group, young or old, in democratic
cooperation there are certain big questions that a leader must answer
continuously. One big question is: "What is the present level of the
group's attitudes, dispositions, and patterns of acting?" This means,
among other things, that the leader would want to know the extent to which
individuals are guided in their actions by the probable effects of what
they do and say upon the well-being of others. -In making this inquiry, the
leader would be conscious of the fact that the attainment of an individual
in one area, such as scholarship or physical development, does not consti¬
tute evidence that the individual has reached a corresponding level of
maturity in other areas, such as his sensitivity to the needs and problems
12
of others, his capacity to think critically about social problems, or his
ability to cooperate democratically with others. Other big questions
which the leader must answer are: "What steps should I take in stimulating
and encouraging individuals to take the next appropriate step in thb
development of their abilities to cooperate?" "What preparation should I
make for efficient service as a leader at each stage of the group's
development?"
As the individual develops a plan for promoting some school or
community improvement, many choices will have to be made regarding the
meaning and application of democracy and cooperation. In order to assist
the planner further in his process of thinking, the following readings are
suggested:
National Education Association, Department of Supervisors and Directors of
Instruction. Cooperation. Principles and Practices. Eleventh Year^
book. Washington, D. C.: National Education Association, 1933,.
Chapters II, VII, and VIII.
National Education Association, Educational Policies Commission.
Learning the Ways of Democracy. Washington, D. C.: National Educa¬
tion Association, 1940, Chapter I, '
. The Purposes of Education in American Democracy. Washington,
D. C.: National Education Association, 193S.
Miel, Alice. Changing the Curriculvun. New York: D. Appleton-Century Co.,
1946, pp. 149-86j 219-21.
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CHAPTER II
PRELIMINARY STEPS IN PLANNING
Selecting a Problem.— A problem grows out of a concern for meeting
some recognized need.
There are many ways of interpreting needs. For example, Doane, in
making a study entitled The Needs of Youth, speaks of the following
interpretations of needs:
Some are statements of needs which youth are known or assumed to
feel; some are statements of shortcomings of youth with respect to
the adult or social ideal which adults believe need to be remedied;
some are statements of social or other environmental conditions
which need to be remedied for the benefit of youth.^
For the purpose of arriving at a statement of a problem for special
study it is suggested that needs be thought of in terms of lacks or short¬
comings in school or community which should be remedied. The specific
shortcomings with which the school is concerned are those which are
definitely related to the physical, intellectual, and social development
of children, youth, or adults. Thus, in the process of selecting a problem
for study, one may think first in terms of areas of such need as:
1. Shortcomings in facilities which the school and community
should provide
1
Donald C. Doane, The Needs of Youth (New York, 1942), p. 2.
For further information on needs, see Daniel A. Prescott, Emotion
and the Educative Process (Washington, D. C., 1938); Progressive Educa¬
tion Association, Commission on Secondary School Curriculum, Science in




2. Shortcomings in some aspect of the pattern of organization of
school or community
3. Shortcomings in the manner in which facilities and resoiirces
are utilized
4. Shortcomings in some aspect of the operation of school or
community
5. Shortcomings in the goals that people set for themselves and
for others
6. Shortcomings in the ways in which people work as individuals
. and as groups to achieve their goals
In thinking of a need, one is concerned with a specific lack in a
given situation. This means that there are two elements involved: (l) a
specific lack and (2) a given condition or situation in which the lack
exists. The statement of a need, therefore, should Include these two
elements. For example, one may make a statement of a need as follows;
A need for a guidance program in School X.
In this statement, it will be noticed that a guidance program is the
specific lack and that School X is the situation in which the need exists.
/
The statement of this particular need would be appropriate vinder the
condition that School X has no organized guidance program. Let us assume,
however, that the school has a guidance program and that there is a
recognized need for pupil participation in the program which exists. In
this case, the need may be stated as follows: a need for pupil participa¬
tion in the guidance program in School X. In this statement, the specific
lack is pupil participation and the situation is the guidance program in
School X.
So far, the assumption is made that an individual who defines a need
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! who is operating in a specific school situation. Further, it is
id that the individual is concerned with a need which exists in the
-ion in which he is employed. There are individuals, however, who
lize the need for learning experiences in planning who have not
id upon a specific place of employment. For this group, the question
low can a need be defined when one has not chosen a specific school
munity in which one will work?" In order to help with this ques-
let us assume that the individual is interested in the area of
ice and that he proposes to find employment in this area. Let us
i further that he has discovered, through reading, observation, and
contacts with guidance programs, that there is a definite need for
me to develop ways of promoting pupil cooperation in a guidance
im. This individual, therefore, has a definite concern for gathering
nation, organizing- his ideas, and developing techniques for meeting
specific need in guidance. For him, the need may be stated as
tfs: a need for pupil cooperation in a guidance program. In this
nent of need, it should be noted that pupil cooperation is defined as
pecific lack and that guidance is defined as the setting or situation
Lch this lack exists,
1 order to present certain similarities between needs explored by
Lduals who are employed in specific school situations and those who
st, several examples of statements of needs are presented. An
Ldual who has not chosen a place of employment may select such needs
3 following:
, A need for pupil participation in public relations programs
. A need for developing critical thinking in the teaching of social
studies
163.A need for adequate evaluation techniques in classroom
supervision
Individuals who are concerned with the above needs and who operate in
specific school situations may define their needs merely by adding the
place of operation to the preceding statements. For example, the first
need may be stated as follows; a- need for pupil participation in the public
relations program in School X.
After one has thought of several needs which are not being adequately
met, the question may be asked: "Which of these needs should be selected
for special study?" The necessity for immediate action to achieve desired
ends would certainly be an important criterion in making this selection.
In order to assist the student in selecting the one need which would
be most profitable for special study, a check list of criteria for examining
each need is proposed. These criteria are as follows:
1. Is the undesirable condition such that action should be taken
immediately?
2. Will it be possible to take immediate steps toward meeting
the need?
3. Will the selected need lend itself to a variety of study
experiences on the part of the investigator, including
reading, judging, organizing, discussing, and writing?
4. Will the action involved in meeting the need necessitate the
cooperation of others? There are many critical needs vdiich do
not call for extensive cooperative action. For example, one
would not call a school’s staff together to discuss how a
leak in the roof should be mended.
5. Would meeting the need call for democratic cooperation on the
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part of those who participate in the undertaking?
6. In thinking of meeting the need, will I have sufficient
control over the elements involved to insure a beginning and a
reasonable amount of initial success? It is hazardous for one
person to make plans for meeting a need when it lies within
the power of some other person to say whether or not the
program may be initiated.
7. Are the elements in the need such that plans which others have
proposed are not entirely appropriate?
8. Are there facilities now available for initiating a plan of
action?
After the preceding eight questions have been asked concerning each of
the proposed needs, one need should stand out as the most promising
one for special study.
After one need has been chosen, a tentative statement of what is
called "the problem" should be prepared. The problem of course is to
devise a' plan for meeting the chosen need. Tentatively, the problem may
be stated in a manner such as the following:
1. The problem for special study is to devise a plan for directing
practice teaching in school,
2. The problem for special s'^dy is to plan ways of developing
the ability of the students to think critically in science.
Defining the Big Steps to be Taken.— As the investigator thinks of the
big steps he should take in solving his problem, he is advised to ask him¬
self two related questions: The first question is: "What big steps must I
take now in order to complete the job, the investigation, which I have
undertaken?" The second question is: "What are the techniques of attacking
IS
a problem which not only will aid me in doing a good job in planning to
meet the chosen need, but also will be of value to me in attacking subse¬
quent problems?" The first question is based upon a concern for
developing a finished product (a plan of action) which will present the
means by which the chosen need will be met. There are certain activities
involving reading, discussing, thinking, organizing, and writing necessary
to achieve this desired end. The second question is based upon the fact
that the process of developing a plan is a learning experience in which
the investigator gains facility in using various techniques of inquiry
which will be of value to him in developing other plans. There are
several techniques of inquiry which are considered of value to a person
engaged in planning. For example, it is valuable to know where to find
and how to organize information on what others have said and done about
I
the need considered. Also, it is desirable to develop a technique of
looking hard at one's own situation for the purpose of distinguishing
between problems that demand specific attention. Further, it is good to
know how to formulate a point of view regarding a specific need and how
to translate this view into patterns of action. Other examples of tech¬
niques of inquiry which would be of value in making subsequent plans
might be mentioned, but the illustrations presented are doubtless suffi¬
cient to indicate that learning how to attack problems through the use of
various techniques of inquiry is equal in importance to the presentation
of the finished plan itself.
While answers to those questions will vary with types of problems and
with the needs of individual students, it is common practice in learning
experiences in planning of this type for the student to include the
following among the big steps to be taken:
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1. Find out what others have said and done about the need in which I
am interested.
2. Prepare a bibliography of published sources of information for
present and future use.
3. Look hard at my situation to determine specific needs under the
big need which I have chosen.
4. Develop a point of view of my own which takes into account the
views, proposals, and findings of others as well as the peculiar
needs in my own situation.
5. Develop a plan of action which also defines steps to be taken
following this experience in planning.
6. Develop a way of determining the extent to which the goals of the
plan have been or are being realized.
7. Decide upon the organization of the report of the investigation
and complete the writing.
The big steps which one takes vary according to the nature of the prob-
a under investigation. In order to illustrate this variation, the big-
3ps which one student proposed to take in solving his problem are given.
The problem:
How can better results be obtained in the teaching of a beginning
class in algebra through the use of certain methods employed by the
Arn^y in its accelerated educational training program during World
War II?
Big Steps:
1. Make a bibliography of sources of information.
2. Write the United States Office of Education for sources of
additional information.
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3. Make a trip to an army camp for the purpose of securing informa¬
tion and observing methods of instruction.
4. Examine professional literature on the teaching of mathematics for
the purpose of clarifying ideas on the objectives of teaching
beginning algebra.
5. List objectives set by the Army in teaching mathematics.
6. List methods through which the Army instructors attempted to
achieve their objectives.
7. Compare general results of the methods used by the Army with
those in common use in secondary schools.
8. Determine in which objectives, common to both groups, the Army has
secured better results than the civilian program,
9. Make an outline for a plan which will utilize certain desirable
methods of the Army.
10. Check and arrange notes according to outline,
11. Write a plan.
12. Revise bibliography according to sources of information used.
Examining Guides and Preparing a Bibliography.— One of the valuable
experiences associated with planning is that of learning to locate informa¬
tion on a selected topic. To assist students in locating books, pamphlets,
articles, and either documents dealing with various areas in education,
guides to educational literature have been prepared. The Education Index
1
is such a guide. Classified lists of references published in each issue
of such magazines as The Elementary School Journal and The School Review
i
For information on value and use of the Education Index, see Carter
Alexander, How to Locate Educational Informati^ and Data (New York, 1935),
pp. 144-53.
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are valuable for locating information on selected topics. A very informa¬
tive article on guides which includes an extensive bibliography is the
following:
Good^. Carter V. "Bibliographical and Documentary Techniques in Education,
Psychology, and Social Science," Review of Educational Research. XII
(December, 1942), 46O-78.
For full information on guides to educational literature, the
following readings are suggested;
Smith, Henry Lester. Educational Research Principles and Practices.
Bloomington, Indiana: Educational Publications, 1944^ PP. 66-71.
Alexander, Carter. How to Locate Educational Information and Data. New
York: Bureau of Publications, Teachers College, Columbia University,
1935, Chapter XII.1
Good, Carter V., Barr, A. S., and Scates, Douglas E. The Methodology of
Educational Research. New York: D. Appleton Century Co., 1941»
pp. 115-68.
Through the use of guides to educational literature, the investigator
develops a list or bibliography of books, pamphlets, articles, unpublished
reports, and other documents dealing with his special topic. These
references are usually listed on cards to facilitate later examination of
the references for,pertinent information.
For convenience in collecting information and for possible use of
references later in writing, it is necessary that an accurate record be
made of each reference. In order to aid the student in making this
accurate record of each reference, sample forms have been prepared and are
presented in Chapter X, pages 100-103.
Under certain circumstances, it is desirable to include on the bibli¬
ography card information in addition to the type presented on pages 100-I1D3.
1
It would be profitable for the student to examine Chapter XIII on
"National Education Association Publications" and Chapter XIV on "U. S.
Office of Education Publications."
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Suggestions regarding the type and arrangement of this additional informa-
tion may be secured by examining the sample bibliography card presented in
the follovd.ng reference:
Alexander, Carter. How to Locate'Educational Information and Data. New
York: Bureap of Publications, Teachers College, Columbia University,
1935,-pp. 232-33.
DJhat to Look for in Related Literature.— The essential purpose of
inquiring into what others have said and d,one is to get ideas. All educa¬
tional programs are planned and conducted because individuals operating
singly or in groups believe that some ends, ways of feeling, thinking, and
actingjt are more desirable than others. "If we had no desires and no
purposes," says John Dewey, "then, as sheer truism, one state of things
would be as good as another."^ A person engaged in planning, therefore,
is faced first with the problem of clarifying his beliefs "about ends to
be striven for, policies to be adopted, goods to be attained, and evils to
2
be averted." To gain ideas which will contribute to the clarification of
one’s point of view, then, is one of the essential purppses of inquiring
into the literature related to one’s problem.
The importance of establishing a point of view to guide a plan of
action is illustrated in a report of a study directed toward helping
teachers xinderstand children. This report was prepared for the Commission
on Teacher Education of the American Council on Education. In the first
chapter of the book, prior to presenting the results of the study,




John Dewey, The Quest of Certainty: A Study of the Relation of




We believe, in the first place, that teachers who understand
children think of their behavior as being caused. They see a
youngster's present actions as based upon his past experience, as
shaped by his present situation, and as influenced by his desires
and hopes for the future ....
A second characteristic of teachers who understand children is
that they are able to accept all children emotionally, that they
reject no child as hopeless and unworthy.^
The investigator will find on examining the literature in which various
plans are proposed that the authors are generally explicit in stating their
2
points of view. Betts, in his book entitled The Prevention and Correction
of Reading Difficulties presents his point of view when he states that the
emphasis in the reading program should be on prevention rather than on
correction. The Progressive Education Association establishes a point of
view to direct the teaching of mathematics in the statement:
The purpose of general education is to provide rich and significant
experiences in the major aspects of living, so directed as to promote
the fullest possible realization of personal potentialities, and the
most effective participation in democratic society.3
Olsen, in proposing a plan of school-community relationships, makes
some very specific statements regarding what the school should do. He
states:
The school should center its curriculum in the study of community
structure, processes, and problems .... The school should improve the
community through participation in its activities .... The school
should lead in coordinating the educational efforts of the community.^
Having a point of view or a conviction concerning a goal to be achieved
1
American Council on Education, Staff of the Division on Child
Development and Teacher Personnel, Helping Teachers Understand Children
(Washington, D. C., 1945),' p. 9.
'2
Emmett Albert Betts, The Prevention and Correction of Reading
Difficulties (New York, 1936), p. 9.
3
Progressive Education Association, Commission on Secondary School
Curriculum, Mathematics in General Education (New York, 1940), p. 43.
4
Edward G. Olsen, School and Community (New York, 1945), p. IS,
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is one thing, but knowing what is best to do in order to achieve desired
ends is quite a different thing. In the literature related to one's area
of interest, there may be many instances in which individuals either have
made specific proposals for action or have presented descriptions of their
experiences in conducting programs. Through an examination of these
proposals and plans, the investigator can get ideas on what would be good
for him to do in order to realize his purposes. Thus, to gain ideas on
good things to do through an examination of plans which others have triad
is the second purpose of inquiring into the literature related to one's
1
concern.
Let us now inquire into a third purpose of examining related litera¬
ture. As an individual formulates his point of view and develops a plan
designed to achieve his desired ends, many questions involving facts arise
which he should like to have answered. For example, an individual engaged
in devising a program for the physical development of a group of students
may feel the need for'knowing the answer to the question: "What effect, if'\
any, does participation in athletics have upon scholastic achievement?"
One possibility for answering the question is to experiment and find out.
There is another possibility, however, that an appropriate experiment has
already been conducted and that one can get the question answered through
an examination of related literature. An example of what may be found is
2
as follows: Cormay made a study of five high schools in Raleigh CdUnty,
West Virginia for the purpose of determining whether participation in
organized interscholastic athletics had any effect on academic achievement
For further explanation of plans of others, see pp. 65-67.
2
W. J. B. Cormay, "High School Athletics and Scholarship Measured by
Achievement Tests," School Review. XLIII (June, 1935)^ 456-61.
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as measured by standardized tests. In this study athletes were paired with
non*-athletes according to school, grade, age, and intelligence quotient.
The achievement of the students was measured in three core subjects, namely,
English, biology, and American history. As a result of the experiment, he
reported that the difference in achievement between the two groups was
apparently negligible.
In summarizing this presentation concerning what to look for in related
literature, it may be said that three areas of exploration are suggested.
They are:
1. Points of view of others
2. Accounts of plans which others have tried3.' Reports of research studies revealing significant facts and
conclusions
In view of the fact that the written presentation of the study (the
investigation) will include a section on related literature, the student is
advised to supplement the reading of this chapter by reading Chapter VI
which presents specific suggestions on the types of information which will
be needed in the writing.
Note Taking.— The value of the reading experience to the student as
he plans to write is determined to a large extent by the type and accuracy
of the notes which he takes. Notes for the types of investigations under
discussion may be classified into three types, namely, direct quotations,
narrative digests,^ and records of the investigator's own ideas. Many
helpful suggestions on note taking are presented in the following
references:
i '
See digest of Cormay's study in preceding section, pp. 24-25.
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Smith, Henry Lester. Educational Research, Principles and Practices .
Bloomington, Indiana: Educational Publications, 1944, pp. ,74-79.
Alexander, Carter., How to Locate Educational Information and Data.
New York: Bureau of Publications, Teachers College, Coliimbia
University, 1935, PP. S5-96.
CHAPTER III
THINKING ABOUT A PLAN OF ACTION
Definition of a Plan of Action.— The term "plan of action" as used in
this text refers specifically to a pattern of activities in which the
leader of a group proposes to engage for the purpose of promoting-defao-
cratic cooperation of the group in meeting a chosen need. This definition
may be thought of as involving three specific suggestions. First, it is
suggested that the plan should have a definite focus, that, is, the
activities should be directed toward achieving purposes associated with a
recognized need. Second, it is suggested that emphasis in the plan should
be placed upon dpnipcratic_cp_operatiqn as a means of promoting group action.
Third, it is suggested that the leader of the group should think of the
plan of action in terms of action which would be,good for him to take or
arrangements which would be good for him to make in order to assist the
group in making progress in the desired direction.
Types of Plans.— The plans under consideration in this text may be
classified according to centers of concern into two general types. The
first type of plan, called the learning type of plan, is directed toward
promoting some specific learning among a group of individuals. For
example, a plan directed toward promoting gro,wth in reading comprehension
in science and a plan directed toward promoting ability to use tests in
teaching would be classified as learning plans. These plans are based
upon a recognized need for growth in specific abilities and they are
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designed to meet this need.
A special feature of the learning plan is that two things are
considered, but one is chosen for special planning. For example, a plan
may be made for developing the ability to think critically in connection
with social studies. Here, social studies may be thought of as the
setting and critical thinking may be thought of as an area of development
which is neglected and which necessitates special planning.
The second type of plan, called the coordinating type of plan, is
directed toward assisting a group of individuals in cooperatively
developing a program designed to render some special service. For example,
plans directed toward developing and executing a guidance program, a health
program, a P. T. A. program, a testing program, and a curriculiim program
would be classified as coordinating plans. Another illustration of this
type of plan is one in which a group of teachers in a school develop
cooperatively a plan for coordinating their efforts in promoting the
reading abilities of children. A further illustration is one in which a
group composed of students, teachers, and community people cooperate in
planning means of meeting a specific need in a school or community.
In the coordinating plan, two things are recognized. First, it is
recognized that there exists a need for developing or improving some type
of service. Second, it is recognized that there are individuals in the
situation who possess competences necessary to insure a reasonable degree
of success in the planning.
Certain similarities and differences between the two types of plans
will be presented. It is doubtless important to state first that both
types are applicable to working with children, or youth, or adults, A
second common feature of the two types of plans is that -learning is an
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important factor in both types. The two types differ, however, in emphasis
upon learning. In the learning type plan, growth or the development of
specific abilities or skills is the center of concern or the end product
sought; in the coordinating type plan, learning experiences are introduced
incidentally. In the first type, the leader is continuously concerned with
assisting the group in taking the next step in planning which may necessi¬
tate only the use of competences already possessed by members of the group.
A final feature of the two plans which will be presented is that each
plan utilizes democratic cooperation as means of achieving group ends.
This is a preference based upon a belief that the results achieved through
democratic cooperation are more satisfying and enduring than those achieved
by some.other means of working together.
Suggested Steps in Thinking About the Coordinating Type Plan.— After
an investigator has chosen a need which should be met,'has explored the
literature related to the problem, and has decided that a plan of the
coordinating type is best suited to the need involved, his next job is to
decide on the course of action which he should take later in facilitating
the action of the group. In the process of developing a plan of action
there are certain steps in thinking which should be taken. The number,
nature, and order of these steps would vary with the need considered and
other factors in the situation. However, in order to facilitate the
thinking process in connection with the preparation of a coordinating type
plan, certain steps in thinking are proposed. For the purpose of
explaining the meaning of the proposed steps, selected notes on what each
step may involve are presented. The proposals are as follows;
Step 1. One's beliefs about the values and purposes of action directed
• toward meeting the chosen need should be clarified. This experience may
30
involve listing values and purposes according to their relative importance
and examining these values and purposes for possible inconsistencies.
Step 2. A tentative analysis of individuals who may cooperate'in the
\mdertaking and of conditions in the situation should be made. This may
involve
a. A survey of the need, for the purpose of defining the specific
lacks, gaps, or needs under the big need
b. A preliminary survey .of the possible help that individuals and
• organizations may give
c. A preliminary exploration of facilities, for the purpose of
I
defining tentatively the types needed and, if possible, the
types available
d. An analysis of the degrees of freedom which one may have in
making and executing decisions in a program directed toward•
meeting the need iinder consideration
Step 3. An exploration of the possible types of activities which
would be appropriate for group action should be made in the light of the
knowledge of individuals, facilities, and conditions. This exploration
should be made with the understanding that the outcomes of group action
and the process of achieving the desired ends should be cooperatively
planned by the participating group. This means specifically that the
group should
a. Explore the possible courses of action and decide on the
specific things that should be done
b. Make plans for carrying out the chosen purposes
c. Assume responsibility for the various jobs involved
d. Evaluate the process and product of their experiences
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Therefore, the purpose which the investigator should have in exploring
the possible activities should be to develop ideas which would be useful -
%
to him later as he works with the planning group. The activities which he
thinks of may,be defined in terms of problems or specific projects.
Step 4. Decisions should be made on the kinds of help that the group
may need
a. As things to do or problems to be solved are explored
b. As activities which the group will undertake are chosen
c. As ways of organizing for action are explored and decided upon
d. As individuals and committees engage in specific jobs which
need to be done
e. As experiences are evaluated
Step 5. Definite procedures should be developed for rendering the
kinds of help which the group may need. These procedures, would involve
descriptions of things which the leader may do to assist the group in the
process of purposing, planning, acting, and evaluating. In preparing
these procedures, the investigator may find it desirable to describe
a. Steps which may be taken in stimulating initial interest in the
big need
b. Ways of promoting wholesome working relationships
c. Ways of assisting individuals in thinking critically about
values, proposals, and decisions
d. Ways of promoting continuous interest in the undertaking
e. Techniques for discovering difficulties of individuals,
committees, and groups and corresponding ways of helping them
solve their problems
f. Ways of promoting attitudes of mutual helpfulness, for example
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between an individual and the entire group, between a chairman
of a committee and his group, and between a committee and the
larger group
g. Resource materials which may be needed during various stages
of the undertaking
Step 6. Decisions should be reached concerning the steps, if any,
which should be taken on the scene of action prior to initiating the
program with the cooperating group as a \mit. The question to be answered
at this stage of thinking is: "What steps, if any, should be taken on the
scene prior to actual contact with the participating group as a \mit in
order to insure the greatest possible success in the undertaking?" In
thinking of what should be done, the investigator may conclude that no
action at this time is necessary. On the other hand, he may conclude, for
example, that it is necessary and desirable at this time for him
a. To solicit the interest and cooperation of selected individ¬
uals and organizations in the undertaking
b. To arrange for the selection of those who are to become
members of the cooperating group
c. To refine his understanding of the strengths and weaknesses of
the members of the group
d. To arrange for informal contacts with selected members of the
prospective group for the purpose of getting them to assume
certain responsibilities
e. To refine his understanding of the nature of materials and
resources which are available and needed
f. To assemble materials for later use
g. To arrange for the initial meeting with the cooperating group
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Following the making of decisions regarding what should be done on the
scene prior to actual contact with the cooperating group as a unit, the
investigator should develop specific procedures for carrying out the
decisions which he has made. For example, if he decides that it is desir¬
able to solicit the cooperation of selected individuals, he should define
the specific action which he will take in order to secure this cooperation.
Suggested Steps in Thinking About the Learning Type Plan,— In order to
promote the understanding of the steps which will be proposed regarding the
learning type plan, some insight into a phase of thinking which preceded
the preparation of the steps will be presented. It was recognized that
there are many related elements in a learning situation. It was thought,
therefore, that a scheme should be arranged for identifying the elements
which should be thought about.
First, it was thought that the abilities to be developed through this
type of plan might be conveniently divided into two types,namely, (l)
abilities in the neglected area or the area of special emphasis and (2)
2
other abilities in the associated area.
Second, it was thought that activities designed to develop abilities
might be classified into two types, namely, group activities and individ¬
ual activities. Group activities were thought of as those activities
which are undertaken separately or collectively by individuals in order to
achieve some common concern of all members of the group. Another way of
_
The ability to cooperate democratically might have been included as a
third ability. In view of the fact that it operates as a means of
achieving desired ends as well as an end in itself, it was classified
under means.
2
The special emphasis, for example, might be critical thinking and the
associated area might be social studies. Here the problem would be to
devise a plan for developing critical thinking in connection with social
studies.
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defining group activities is to state that they are activities involving
democratic cooperation,^ Individual activities were thought of as those
activities which may be motivated by a desire to serve the interest of the
group, but which are undertaken by an individual primarily to achieve some
personal goal or degree of excellence which has special meaning and value
to him.
Suggested steps in thinking about a learning type plan will now be
presented.
Step 1, One's beliefs about the values and purposes of action directed
toward meeting the needs involved should be clarified. This step is
2
similar to Step 1 of the coordinating type plan.
Step 2, An analysis should be made of the special emphasis in learning
for the purpose of determining the meaning of the growth desired. This
analysis may involve describing in terms of specific abilities, behavior,
or learnings, the growth that is desired in the special emphagis. This
inquiry is directed toward answering questions, such as the following:
"Specifically, what does it mean to grow in the desired direction?" "What
abilities are involved?" "What is a person learning to do at higher and '
higher levels when he is growing in the desired direction?"
The decision to place emphasis upon promoting the growth of individ¬
uals in a certain direction is based upon a realization that one outcome
of education is not the by-product of another outcome and that separate
provisions must be made for the realization of different outcomes. One
_
For full explanation of principles and meaning of cooperative group
work, see National Education Association, Department of Supervision and





who has decided to promote a special t^e of growth among a group of
individuals has the responsibility of determining the important learnings
or behaviors which would contribute specifically to the development of the
desired ability. For example, on considering the ability which may be
called critical thinking, reflective thinking or scientific thinking, one
would ask himself; "What are some of the learnings or experiences which
contribute specifically to the development of this ability?" This inquiry
would yield a list of experiences in which the learner should have
practice, such as the following:
a. Experiences in observing things carefully - looking hard at
things
b. Experiences in making comparisons
c. Experiences in suspending judgments and generalizations until
sufficient evidence for reaching a conclusion is obtained
d. Experience in formulating alternative possibilities
e. Experiences in distinguishing between conclusions which are
based on facts and those which are not
f. Experience in searching for evidence to support a tentative
conclusion
g. Experience in taking sides in issuesh.• Experiences in forecasting or predicting outcomes
Similarly, an inquiry into any area of special emphasis in learning
will yield a list-of experiences which are necessary if the desired out¬
come is to be realized.
Step 3. A tentative analysis of individuals in the prospective group
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and conditions in the situation should be made. This analysis may involve
a. A survey of the strengths and weaknesses of the present prograiq
if any, in the areas of the special emphasis, democratic
cooperation, and other related abilities
b. A survey, if possible, of the strengths and weaknesses of the
prospective learners particularly,in the area of the special
emphasis
c. A survey, i'^ jjossible, of the strengths and weaknesses of the
prospective learners in the area of democratic cooperation
including the strengths and weaknesses in the ability to make
intelligent proposals, to act with forethought of the conse¬
quences of their acts upon the well-being of others, to make
intelligent decisions regarding group action, and to assume
responsibilities
d. An exploration of the resources (human and other resources)
in the school and community that have potential value in
meeting the chosen need
. e. A clarification of the degrees of freedom which may be
exercised in making and executing decisions
Step 4. In the light of the knowledge of individuals, facilities,
and conditions, an exploration should be made of the possible types of
activities which would be appropriate for group action in developing
abilities in the area of special emphasis and which would contribute at the
same time to the development of desirable abilities in the related area,
_
Only a limited consideration of this step would be appropriate for
an individual who has not selected his scene of action.
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These activities may be defined in terms of problems or in terms of
specific projects.
During the exploration, ideas should be developed concerning the
changes which may be made in the related area in order to accomodate the
possible problems or projects which seem appropriate for promoting growth
in the special area.
Step 5. The investigator should decide on the extent to which the
learners as a group will have the opportunity to participate in making
choices concerning ,
a. The activities in which they will engage or the problems which
they will solve
b. The way in which the group will organize for solving the
chosen problems
c. The assignments which individuals will undertake for carrying
out the group's purpose
d. The means of evaluating the group's effort
There are many possibilities for providing opportunities for groups to
make choices between the position on the one hand in which the leader
makes all of the important choices and the position on the other hand in
which the group makes all of the choices. This variation in opportunities
for choosing is illustrated by several possibilities associated with
choosing activities in which a group will engage. For example,
a. The leader may choose the problem areas and permit the group
1
to choose specific problems under each problem area
-
See explanation of problem areas and problems in H. H. Giles, S. P.
McCutchen, and A. N. Zechiel, Exploring the Curriculum (New York, 1942),
pp. 46-48.
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b. The leader may present to the group a list of things to do
which he has prepared in advance and encourage the group to
accept his choice
c. The leaders may present to the group a list of things to do
and stimulate the group to suggest modifications or additions
d. The leader may stimulate the group to make its own proposals
for action through the use of a planned discussion technique
and without any suggestions on his part concerning his
preferences
e. The leader may stimulate the group to make its own proposals
through the use of planned discussion technique and, as a
member of the group, make suggestions for action based upon
prior thinking
Step 6, Definite procedures should be developed for rendering the
kinds of help which the group may need in working on problems or projects
that are cooperatively undertaken. This step is the same as Step 5 of the
preceding plan,^
Step .7» survey should be made of the possible need for activities
designed to assist individuals in attaining personal goals and procedures
should be developed for meeting this need. For purposes of this
discussion, the'individual activities in which learners engage may be
classified into types. For example, there are;
a. Activities which an individual engages in for the specific ,
purpose of making a contribution to the group's undertaking




removing those deficiencies in abilities and skills which
prevent him from participating in group action to the
fullest extent of his interest and capacity
c. Activities which are designed to assist the individual in
developing some unique talent or ability and which may
contribute to the group‘s undertaking only indirectly
It is proposed in this step that special consideration should be given
to the second and third types of activities. On considering the types of
deficiencies which may be expected, the investigator may find it profitable
to reflect on the means by which he hopes to assist individuals in
developing concerns for removing their deficiencies and in taking the
appropriate steps to resolve these concerns. On considering the possible
explorations which individuals may make in developing special talents and
abilities, the investigator may wish to develop plans for assisting individ¬
uals in recognizing their special talents and abilities, and in making
progress in activities directed toward the realization of their individual
purposes.
Step 8. Decisions should be reached concerning the steps, if any,
which should be taken on the scene of action prior to initiating the
program with the cooperating group as a unit. This step is similar to ■
Step 6 of the coordinating type plan.
1
See Step 6, p, 32.
CHAPTER IV
THE WRITING TASK
The Purpose of Writing.— Writing, on the part of the student, may be
thought of as a way of learning. A major purpose of writing is to utilize
writing as a means of clarifying and organizing one's ideas. A person
only has to begin to put his thoughts in writing to discover inconsis¬
tencies and conflicts in his pattern of ideas. In writing, then, one
engages'in an experience through which needs for.improvements in thinking
are revealed.
A second major purpose of writing is to develop the ability to produce
the quality of writing expected of leaders in school work. Teachers who
assume positions of leadership in schools and communities correspondingly
assume responsibility for inquiring into means of improving conditions in
their schools and communities and for communicating the results of these
inquiries to others through writing. These leaders, for example, are
expected to make surveys, to prepare school reports, to report the results
of experiments, and to write articles for professional journals. Writing
associated with these activities should be characterized by a quality
which leaves no doubt in the mind of the reader concerning the accuracy and
significance of the findings and recommendations. In such writing, the
writer has to bear in. mind that his competence is judged largely on the
basis of his ability to present his material to the reader,^ Thus, through
-
Ward G. Reeder, How to Write a Thesis (Bloomington, Ill,, 1930), p, 89.
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the writing experience it is hoped that the student will develop an appre*^
ciable degree of skill in using the form of writing which is appropriate
for scholarly works,
A t^rd purpose of the writing is associated definitely with the nature
of the specific content of the writing task under consideration. The
student has decided upon a specific plan for meeting some critical need. .
A written record of the details of the student's proposals will be very
useful to him as he attempts later to translate his plan into action,
A fourth purpose of the writing experience is to provide an opportunity
for cooperation with others. Many of the ideas which the student develops
come through an examination of what others have written. A casual reflec-
tion upon the reading which one has found helpful will reveal that help was
received not only because of the significance of the material but also
because of the meticulous care which the author took to organize his
thoughts and to make his meaning clear. Thus, writers whose materials are
helpful to the reader are in a very real sense working with the reader in
fostering ideas and patterns of action. The student, therefore, in his
writing has a similar obligation to those who will read his’ work.
Main Divisions of the Writing.— In order to facilitate the reading of
a study of the type under consideration, it is desirable that the writing
be divided into three parts, namely, the^reliminary information, the body
of the study, and the reference,material. The preliminary information
consists essentially of the title page and the table of contents. Under
1
. 2
certain conditions, an acknowledgement, a list of tables, and a list of
^
^





figures may be included. The body of the study includes a series of
chapters in which-the material of the study is presented. The reference
material or final information includes a bibliography and, when necessary,
an appendix.
The order of the parts of the study is as follows:
1. Title page
2. Acknowledgement,, when desired
3. Table of Contents
4. List of Tables, when three or more tables are included in the
text







The Title Page.— The title page should include.the title of the
study, the full name of the author, and other necessary information.
Rules for typing the title page are:
1. All lines on the title page should be centered and all letters
should be ^\'ritten in capitals,
2. Periods' should not be used at the ends of lines, ^
•
^
3. The margins on the left and right sides of the page should be at




The order of the bibliography and appendix may be reversed.
43
A saiTiple title page of a student's investigation is presented on page
44. In this sample, the spacing is as follows:
1. The title begins twej^^sin^e spaces from the top of the page;
it is double-spaced; and it is written in inverted pyramid style.
2. The words. "AN INVESTIGATION" are twenty-two single spaces from
the top of the page and the accompanying information is double-spaced and
written in inverted pyramid style.
3. The word "BY" preceding the author's name is thirty-four single
spaces from the top of the page and the full name of the author is written
two spaces under the word "BY."
4. The words "SCHOOL OF EDUCATION" are forty-four single spaces from
the top of the page and the words "ATLANTA UNIVERSITY" are fifty single
spaces.
5. The date, which is the month and the year of the commencement at
s




A PLAN TO IMPROVE THE PHYSICAL FITNESS PROGRAM IN THE
CEDAR HILL HIGH SCHOOL, CEDARTOWN, GEORGIA
AN INVESTIGATION
SUBMITTED TO THE FACULTY OF THE SCHOOL OF EDUCATION, ATLANTA UNIVERSITY
IN PARTIAL FULFILLMENT OF THE .REQUIREMENTS FOR








Acknowledgement Page.— While the acknowledgement page is not required,
the student may wish to include this page in order to acknowledge help
which has been given him in the preparation of his study. If acknowledge¬
ments are made, they should be expressed with simplicity and tact. "Effu¬
sive acknowledgements may be embarrassing to persons to whom they are
meant to do honor ..,,
Rules for typing the acknowledgement page are;
1. Acknowledgements should be placed on a separate page immediately
following the title page. The page should be numbered "ii" at the top of
the page to the right (see "Paging," Rule 1, page 118).
2. The heading "ACKNOWLEDGEMENT" in capitals should be centered three
spaces above the first sentence.
3. The typed lines of the acknowledgement should be single-rspaced and
centered on the page with margins wider than those of the body of the text.
4. The writer's initials should be placed to the right of the center
of the page, two spaces below the last line of the acknowledgement.
Table of Contents.— The table of contents should list the main
divisions of the study and the principal subdivisions of chapters with
page citation for each (see "Table of Contents" of this text).
Rules for typing the table of contents are:
1, The page on which the table of contents begins should be numbered
"iii" at the top of the page to the right, if an acknowledgement page is
included; otherwise, it should be niunbered "ii."
2. The words "TABLE OF CONTENTS" should be written entirely in
capitals and centered at least one inch from the top of the page.
1
Ward G. Reeder, o^. cit., p. 147.
46
3. The column headings "Chapter" and "Page" should have only the
first letter capitalized and should be written three spaces below the main
heading. The first letter of the word "Chapter" should be at least an
incl:^ and _a_half from the left edge of the paper and the letters of the
word "2^e" should end at least three-fourths of an inch from the right
edge of the paper.
4. The capital Roman number "I" designating the niimber of the first
chapter should be written three spaces below the word "Chapter" under the
letter "p" and it should be followed by a period. The periods following
immediately after all other chapter numbers should be aligned with the
period following the niimber "I."
5. All chapter headings or titles should be written entirely in
capitals and should correspond exactly with the chapter headings in the
manuscript. At least one space should be left between the period
following the chapter number and the first letter of the chapter title.
If more than one line is required for a chapter heading or title the
additional line or lines should be single-spaced and should begin under
the first letter of the first line of the heading. All chapter headings
following’ the first chapter heading should begin one double space below
the last line of the typing associated with the preceding heading,
6. The headings of the principal divisions of a chapter should begin
a double space below the last line of the chapter heading and should be
indented ten_spaces from the left margin of the page, ^These headings
should correspond exactly with those in the chapters they should be
typed in capital and lower-case letters; and they should be single-spaced
within and between headings, (^When more than one line is required for a
chapter sub-division heading, the second line should be indented three
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spaces to the right of the preceding line.j
7. Leaders, a line of periods with one space between periods, should
be typed from the last word of each heading to the column headed by the
word "Page." The page numbers written in the page column should be those
on which the divisions begin. These page numbers should be aligned with
the number in the units placed under the letter "e" in the column heading
"Page,"
8. If the study includes an appendix, the word "APPENDIX" should be
written entirely in capitals two spaces below the last line of the mate- ''
rial which precedes it.and should be typed the same distance from the left
edge of the paper as the column headed "Chapter." The word "BIBLIOGRAPHY"
should be similarly written,
9. A.Jiargin of at least one Irich should be left at the bottom ofjWie
page. If the table of contents requires more than one page, the title
"TABLE OF CONTENTS" should be omitted on the second page. This second page
should be numbered at the top with small Roman numerals and should begin
with the colvunn headings "Chapter" and "Page" written according to the
rules previously given.
List of Tables.— A list of tables should be presented if the study
■includes three or more tables (see "List of Tables," page v).
Rules for typing the' list of tables are:
1, The list should be typed on a new page following the table of
contents and it should be numbered at the top of the page using small
Roman numerals,
2, The heading "LIST OF TABLES" should be written entirely in
capitals and centered at least one inch from the top of the page.
3, The column headings "Table" and "Page" should be typed according
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to the rules given for typing the words "CY^ter" and "Page" in the table
of contents (see Rule 3, page 46).
4. The Arabic numeral designating the first table listed should be
written th^^ spaces below the word "Table" under the fourth letter (the
letter "1") and it should be followed by a period. The periods following
all other table numbers should be aligned with this first period,
5. The table heading should be written in capitals and lower-case
letters and should correspond exactly with the wording of the table headings
in the manuscript. Two spaces should be left between the period following
the table number and the first letter of the table title. Tf more than one
line is required for a table heading, 'Wie^first letter of the second line
should begin below the first letter of the first line.^ Table headings
should be single-spaced within the headings and double-spaced between two
consecutive headings.
6. Leaders and page numbers in the list of tables should be typed
according to Rule 7j for the table of contents.^
List of Figures.— A list of figures on a new page should be prepared
if the study includes three or more figures. In studies of the type under
consideration, all diagrams, charts, maps, pictures, and graphs presented
in the manuscript should be included in this list of figures (see "List of
Figures," page vi).
The rules for typing the list of figures are similar to the rules for
typing the list of tables.
The Chapters.— The report should be divided into chapters which deal




chapters are selected on the,basis of the material to be presented, the
usual procedure in a study of the type under discussion is to provide for
three chapters, namely;
I.INTRODUCTIONII.RELATED LITERATUREIII.PLAN OF ACTION
Three chapters in this text. Chapters V, VI, and VII, are devoted to
suggestions on vrriting these main chapters. The reading of these sugges¬
tions should be accompanied by the reading of some good work on paragraph
and sentence structure. For this purpose, it is suggested that the student
read the chapters "The Forms and Uses of Paragraphs," pages 53''80j "Kinds
of Paragraphs," pages 81-114; and "Sentence Form," pages 115-59 in the
following text;
Perrin, Porter G. Writer*s Guide and Index to English. New York; Scott,
Foresman and Co., 1942.
The student is advised also to supplement the reading of the following
Chapters V, VI, and VII in this text by reading Chapter X which presents
detailed suggestions on form and style in writing,^
A few rules to follow in writing chapters are as follows;
1. The writer should make a deliberate effort! to be clear and
accurate.
2. The first person "I" should never be used. When it is absolutely
necessary to refer to himself, the writer should use the words "the writer,"
or "the author" rather than "I" or "me."
3. In the body of the text, authors should be referred to by their
^
I For additional suggestions on form and style, see A Manual of Style
(loth ed,'; Chicago, University of Chicago Press, 1937)•,
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surnames only except where the first name is necessary for indentification.
4. A general -rule to follow in writing a chapter ie: first, explain
to the reader the purpose of the chapter and present some idea of what it
contains; second, make more specific statements concerning the parts of
the chapter to be discussed; and third, write a separate section on each
part. In a general sense, the same rule may be applied to the writing of
the separate sections.
Reference Material.— The final bibliography and appendix, if necessary,
constitute the reference material which follows the last chapter of the
text, (^he final bibliography contains the particular references cited in
the footnotes of the manuscript^ Specific suggestions on the preparation
of the final bibliography are presented in Chapter IX.
Special bibliographies, that is, bibliographies of special materials
to be used in connection with the execution of the plan should be made a
1
part of the body of the text.
. An appendix is necessary only when there are tables, exhibits, lengthy
quotations, original data, illustrative and supplementary materials which
should be included in the study but which may not be appropriately included
in the body of the text. Detailed suggestions regarding the form and style





Purpose and Divisions of the Chapter.— In writing CHAPTER I, THE
INTRODUCTION, the writer of the study should keep in mind that his primary
purpose is to present information which the reader should have prior to
riding _the_details of his proposed plan. Specifically, the writer should
answer for the reader the following questions: "What is the central
emphasis in this report?" "What is the nature of the situation which gives
rise to the concern for action?" "What specific purposes is the writing
designed to achieve?" These questions are usually answered in three main
divisions of the chapter, namely, the statement of the problem, the
purposes of the study, and the situation. When necessary, a division on
definition of terms is added. The order of these parts of the chapter is
as follows:
1
Statement of the Problem




Statement of the Problem.— The subhead "Statement of the Problem"
should follow immediately after the chapter heading, "INTRODUCTION." This
_
Rules for typing these subheads are presented in Rule 3b, page lli+.
2
A student whose problem is not confined to a specific school may omit
a description of the situation. If he chooses, however, he may explain
briefly why the problem for special study was selected.
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subhead should be followed by a brief statement (preferably a sentence) on
«
the nature of the central emphasis in the study. An example of this type
of statement is:
The emphasis in this study is upon developing a plan for promoting
improvements in the health education program in Boggs Academy, Keysville,
Georgia,
This initial statement majy be written in various ways, depending upon
the specific nature of the study. For example, if it is desirable to give
prominence to a way of working to achieve an end, the preceding statement
may be written as;
This study represents an effort to formulate means of using the
principles of democratic cooperation in developing a plan for promoting
improvements in the health education program in Boggs Academy, Keysville,
Georgia.
In every case,, the statement defining the study should give the reader
a general idea on what to expect as the outcome rf the writing; and the
words used in the initial statement should be chosen with this purpose in
mind. For example, such words as the following would be selected accordijjg
to the nature of the study:
1, This study is concerned with an analysis of...,
2, This study is designed to indicate the steps involved in..,,
3, This study is an attempt to formulate procedures in..,.
Purposes of the Study.— In developing every plan that has a central
emphasis, there are definite problems which must be solved in order to
realize the central purpose. For example, in developing a plan it may be
necessary to solve several of the specific problems mentioned in the
following group:
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1. The problem of determining the critical needs through an analysis
of the situation
2. The problem of analyzing the literature related to the problem for
the purpose of deepening one's understanding
3. The problem of choosing a point of view to guide action
4. The problem of developing a set of criteria
5. The problem of diagnosing certain strengths £ind weaknesses
6. The problem of devising means of measuring or evaluating progress
or growth
7. The problem of planning ways of stimulating concern and sustaining
interest in an undertaking
8. The problem of devising means of developing selected abilities or
skills
9. The problem of developing means of providing for individual
differences
10, The problem of clarifying one's vinderstanding of the techniques of
democratic cooperation
11, The problem of developing ways of assisting others in growing in
their abilities to cooperate democratically
12, The problem of organizing learning experiences appropriate to a
specific need
The preceding miscellaneous group of problems are only a few of the
many special problems which are associated with different types of studies.
As a final observation, it may be pointed out that these problems are
stated in terms of things to be done rather than in terms of the hoped-for
consequences of action.
The task of stating the purposes of the study is merely one of
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restating the chosen specific problems in terms of purposes. For example,
three of the specific problems previously mentioned (Nos. 1, 2, and 6) are
changed to purposes in the follovring statement:
The purposes of this study are:
1. To determine the critical needs through an analysis of the situa¬
tion
2. To formulate a point of view through an examination of the
literature in the field
3. To devise means of evaluating growth
There is a possibility that the student may be confused concerning the
difference between the purposes of the study and other purposes which may
be expressed in certain sections of the study. For example, in one
instance a writer stated that one of the purposes of his study was:
To develop in teachers a spirit of friendliness and helpfulness
toward pupils
However worthy this stated objective may be, it is obvious that the
writing (the study) cannot develop the desired spirit. On the other hand,
the writer may choose the following statement as a purpose of the study:
To devise means of developing in teachers a spirit of friendliness
1/
and helpfulness toward pupils
Definitions’.— All technical terms or terms used with special meanings
by the writer should be clearly defined. As a rule, these definitions are
grouped in a separate division of the chapter under the heading "Defini¬
tion of Terms." Whenever possible, the writer should cite the source of
an accepted definition. Two selected examples of ways of writing these
definitions are given:
1, The term "laboratory school" as used in this study "is any school.
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located on or off the campus of a teachers college, to which student-
teachers go for their laboratory experience."^
2. The concept of "an activity" accepted in this study is one
presented by the California Curriculum Commission as follows:
An activity is a large learning situation brought about by the
strong purpose of a child^ or group of children to achieve a worthy end
desirable to themselves, which like those situations in life through
which we are most truly educated, draws upon a large number of
different kinds of experiences and many fields of knowledge,^
The Situation.— When the efforts of the student are directed toward
meeting selected needs in a particular school or community, it is desira¬
ble for the reader of the student's study to understand the nature of the
local situation in order that he may share with the writer an appreciation
of the need for action. The essential purpose of writing a description of
the situation, then, is to assist the reader in developing certain feelings
toward the situation through the use of objective information. This may be
accomplished by thinking of the reader as one who is observing the situa¬
tion through the "picture in words" of the writer.
The writ&r has in mind certain definite impressions to be developed.
In thinking of ways of developing these impressions, he will find it
profitable to ask himself the following questions: "What are the dominant
impressions to be made on the reader?" "What should be the order of
prominence of these impressions?" "What objective information is necessary
to create these impressions?"
1
E. I. F. Williams, The Actual and Potential Use of Laboratory Schools
(New York, 1942), p. 24.
2
California Curriculum Commission, Teachers Guide to Child Development
Manual for Kindergarten and Primary Teachers (Sacramento. California.
1930), p. 17.
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The dominant impressions should be those which produce in the reader a
feeling of a need for action in the direction chosen by the writer. In
making these impressions through writing, it is suggested that a paragraph
be devoted to each impression, that the opening statement in the paragraph
present the general view desired, and that the remainder of the paragraph
include objective information which supports the opening statement. This
procedure will call for a careful selection of objective information from
a great variety of possible information.^ Further, it calls for a decision
regarding the facts which should be presented in detail and those which
should be mentioned only in a general way.
For the benefit of those who may wish to do additional reading on the
technique of writing a description of a situation, the following references
are suggested:
Perrin, Porter G. Writer's Guide and Index to English. New York: Scott,
Foresman and Co., 1942, pp. 88-92.
Roberts, Charles W., Harris, Jesse W., and Johnson, Walter G. A Handbook
of English. New York: Oxford University Press, 1944, pp. 204-09.
For those who may wish to examine specific descriptions in order to see
how writers have attempted to relate elements in the situation to the prob¬
lems under discussion, the following readings are suggested:
Progressive Education Association, Commission on the Relation of School and
College. Thirty Schools Tell Their Story. New York: Harper and
Brothers, 1943, pp. l-3j 147-55; 263-64.
Weisiger, Louise P. "A Plan for the Development, of School Placement
Service in Richnlond, Virginia, for School-Leaving Youth," Journal of
Educational Research. XXXIX (April, 1946), 628-29.
Lynd, Helen Merrell. Field Work in College Education. New York: Columbia
University Press, 1945, pp. 73-94.
1
For information on the variety of possible objective information, see
Edward G. Olsen, School and Community (New York, 1945), pp. 43-70.
CHAPTER VI
WRITING THE SURVEY OF RELATED LITERATURE
Purposes and Divisions of the Chapter.— The primary purpose of the
chapter oh related literature is to report on one's inquiry into what
others have said and done in the area of the problem under consideration.
In making this report, the writer of the chapter should strive to be clear;
he should present the facts as they are and not as he wishes them to be;
and he should avoid any inclination on his part to inject into the writing
his personal opinion or appraisal of the findings.
The entire chapter is devoted to a presentation of three areas of
information, namely, points of view of others, research findings, and
plans of others. While the student may make his own selection of the
chapter divisions for presenting the information collected, it is common
practice to organize the writing under the three areas previously mentioned.
Specific suggestions, therefore, on the writing of these main chapter
divisions will be presented.
Points of View of Others.— A p'oint of view may be thought of as a
belief or principle which is chosen for the purpose of guiding action. The
purpose of the section of the chapter on points of view of others is to
present the beliefs, opinions, or convictions of those who have given
considerable attention to needs similar to those in which the student is
interested.
Prior to the actual writing on the points of view of others, the
student has collected many direct quotations on views of writers in the
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field. In making plans for writing, these quotations should be classi¬
fied or grouped into what may be called areas of thinking. As a rule it
will be found that points of view may be classified under several areas
of thinking. A selected group of possible areas is as follows:
1. Views which are explanations or definitions of a need or emphasis
2. Views which are statements of the value of an emphasis, or a goal
to be sought, or some chosen growth to be promoted, or outcomes
desired
3. Views which are expressions of preferred ways or means of
achieving selected ends
4. Views which are statements of preferred means of securing evidence
of growth or development
The value of grouping views of others under areas of thinking is that
the writing may be accomplished by presenting a brief account of each
group of views. In presenting this account, the writer may begin by making
a general statement concerning the big idea involved. If there is a high
degree of similarity among the views in the area, this fact should be
siated and accompanied by a limited number of well-chosen quotations to
document the general statement. If there are opposing views in the area,
this fact should be stated and accompanied by at least two well-chosen
quotations from opposing views.
An example of writing associated with a big idea in an area of
thinking will be presented. This example is one which would be appropri¬
ate for a study concerned with providing work experiences for school
children and youth. It should be noted in the example that the big idea
_
See rules for quotations, pp. 123-25.
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is to define or explain work experiences. The illustration is as follows:
Within recent years, the idea of making work experiences a part of the
school program has been advocated. Evidence of this emphasis may be foiind
in the writings of Olsen,^ the National Society for the Study of Educa-
2.34
tion, Fisher, and Gwynn. Central to this emphasis is the belief that
learning to work, like learning to read, is a developmental process in
which the sllool has a definite responsibility. This view is expressed by
the Department of Supervision and Curriculum Development of the National
Education Association as follows:
The provision of work experience is a community or national
responsibility in-which the school has a share.
Learning to work is one of the developmental tasks young people
face in growing up.5
Those who advocate work experience as a part of the school's program
believe that a distinction should be made between the normal work experi¬
ences of adults and the work experience which the school directs for
children and youth. For them, the work experiences which the school
directs are unique in that these experiences may contribute to the general
aims of- education. The distinction between work experiences of adults
1 '
Edward G. Olsen, School and Community (New York, 1945), pp. 271-86,
2
National Society for the Study of Education, American Education in
the Postwar Period: Curriculum Reconstruction. Forty-fourth Yearbook,
Part I (Chicago, 1945), pp. 139-66.
3
Dorothy Canfield Fisherj Our Young Folks (New York, 1943), pp. 80-91.
J. Minor Gwynn, Curriculum Principles and Social Trends (New York,
1943), pp. 417-42.
5
National Education Association, Department of Supervision and
Curriculum Development, Toward a New Curriculum; Extending the Educational
Opportunities of Children. Youth, and Adults (Washington, D. C., 1944),
p. 57.
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and children is presented in a statement of the Department of Supervision
and Curriculum Development of the National Education Association as
follows;
The adult work experience is concerned primarily with achieving
results in the field of endeavor. Children are in an incomplete
growth stage.. The work experience program for them can thus become a
means of living, growing, and maturing,
Olson stresses the same character of the school*s work experience
program in the statement:
Work experiences can help prepare youth for the postwar recon"
struction by bringing greater realism into their lives, by building
personal character, generating wholesome attitudes toward self and
society, developing useful career skills, and by actually contributing
to the general welfare,^
Research Studies,— A research study may be defined as a scientific
inquiry into data for the purpose of obtaining evidence sufficient to
reach valid conclusions regarding a problem or question iinder considera^-
tion. Such studies include the formulation of specific questions to be
answered, the collection, classification and analysis of facts or data,
and the development of specific conclusions.
It is suggested that the writing in this section be divided into three
parts: (l) an introductory paragraph, (2) a description of significant
studies, and (3) a concluding statement.
The introductory paragraph should be designed to give the reader a
general idea of the extent and nature of the research in the area. In
making a statement concerning the nature of the research, factors may be
1
National Education Association, Department of Supervision and
Curriculum Development, Toward a New Curriculum: Extending the Educational
Opportunities of Children, Youth, and Adults^ pp, 69—70,
2
Edward G, Olson, 0£, cit.. p, 275.
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considered, such as the types of theories or concerns explored, the
apparent direction, if any, of the research emphasis, and the writer's own
scheme of grouping the investigations examined.
Three examples of statements which are appropriate for this introduce
1
tory paragraph will be presented. The first example is taken from an
article devoted to a review of studies on evaluation. The example is as
follows:
Marked changes have taken place during the past years in the
nature of studies designed to evaluate education. The most apparent
and, perhaps, the most significant is the broader scope of these
investigations. Whereas previously t!he emphasis was upon measurement
of single aspects of achievement, discrete behavior traits, or
specific abilities, pow more and more stress is placed upon behavior
patterns or appraisal of the educational program in terms of all the
major objectives it seeks to attain,^
The second example is from a review of studies of individuals:
Various theories of personality are represented in the publica¬
tions of the last three years, but the most significant advances have
been in the direction of study of the inner organization and
uniqueness of personality,^
The third example is a statement in which an author of a thesis
presents his grouping of related research studies. The example is as
follows:
An unusually large number of studies have been made which are
related to the present investigation. These fall loosely into two
\
1
These examples are single-spaced because they are direct quotations,
2
Alvin C. Eurich, C. Robert Pace, and Edwin Ziegfeld, "Evaluative
Studies," Review of Educational Research. XII, No. 5 (December, 19A2),
521.
3 .
Ruth M; Strang, "Analytic, Synthetic, and Diagnostic Studies of
Individuals," Review of Educational Research. XII, No. 5 (December, 19i+2),
479. The example is single-spaced because it is a direct quotation.
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groups: (a) those which are concerned with an analysis of student
teaching courses and supervisory techniques; and (b) those which
relate to the organization and administration of the laboratory
school. In the first, group an early study was made by
The student may find many examples of statements appropriate for this
introductory paragraph in professional magazines, such as the Review of
Educational Research and the Journal of Educational Research.
Following the introductory paragraph, the writer should present
evidence to support the view presented in the introductory paragraph.
This evidence should consist of a description of significant studies.
Each study mentioned should be accompanied by a footnote on the source of
information.^
A suggested plan for presenting the studies is as follows: First,
select one study under each emphasis or grouping mentioned in the intro¬
ductory paragraph for a reasonably full presentation. A significant
criterion for making this selection would be the degree to which the study
is representative of the emphasis considered. In the event there are
conflicting emphases among the studies examined, the groupings in the
introductory paragraph should reveal this fact and studies should be
selected appropriate to the existing differences. Second, select other
studies for incidental treatment which reinforce or support the findings
or conclusions of the study which was chosen for special treatment. Third,
organize the writing of the descriptions in terms of the separate groupings
or emphases presented in the introductory paragraph.
1
E. I. F. Williams, The Actual and Potential Use of Laboratory Schools
(New-York, 1942), p. l6.
2
Note the way in which footnotes are used in this chapter. For rules
governing footnotes, see pp. 106-12.
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Two examples of writing associated with descriptions of studies will
be presented. The first example is designed to illustrate a way of
reporting on a study which is selected for a full description. It should
be noted in this illustration that an attempt is made to answer the
following questions:
I
1. Who made the study or who reported the findings?
2. Where was the study conducted?
3. What was the natirre of the study?
4. What were the significant findings?
This first illustration is as follows:
Within recent years, the idea has been advanced that democratic
teaching practices contribute to the development of democratic attitudes
on the part of students. Graham reported on an experiment which was
conducted recently in the public schools of Portland, Oregon for the
purpose of securing evidence either to refute or to support this idea.
Desirable democratic attitudes were defined in terms of (l) attitudes
toward personal democratic behavior, (2) attitudes toward liberal social
action, (3) attitudes toward defined groups^ such as Negroes, Chinese,
Russians, and Jews, (4) attitudes of helpfulness toward small children, and
(5) attitudes toward social studies and toward school.
The experiment was conducted by comparing the attitudes developed by
one group of eighth-'grade pupils who were taught by teachers who encouraged
the pupils to assume a large share of the responsibility for their
activities with the attitudes developed by another group of eighth-grade
pupils who were taught by teachers who practiced teacher direction and
control of learning experiences. Eighteen teachers, nine in each group,
participated in the experiment. In order to secure reliable results from
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the comparison of the two groups, the teachers were matched in terms of
ability and the pupils were matched on the basis of sex, intelligence, and
socio-economic factors.
While the experiment was conducted for only one semester, there was
sufficient evidence at the end of the period to justify the conslusions
(l) that typical learning procedures, even though employed by superior
teachers, do virtually nothing to develop democratic attitudes and (2)
that superior teachers, using democratic procedures, have a measure of
success in establishing democratic attitudes,^
The second example of writing is designed to illustrate a way of
reporting incidental or supplementary studies which support the findings
presented in the study which is fully described. This example is taken
for an article by Wilson on "School and Community Life in the Social
Studies Program,The example^ is as follows:
The findings... seem applicable alike to classroom groups, student
clubs and associations, and student government organizations. In a
study of various methods of teaching social studies, TracjA reported
better personal adjustments and higher achievement for pupils in
democratically organized groups; students of Remmers^ reported similar
values for pupils participating cooperatively in student government,
Anderson® reported superior personal growth and adjustment for kinder¬
garten Children in play groups relatively democratic in character.
The footnotes associated with the quotation are as follows:
4
Elsie Tracy, "The Effectiveness of Three Methods of Teaching Social
Studies on the Development of Pupil Personality," Unpublished Master’s
Thesis, University of Michigan, 1937.
1
Alva Whitcomb Graham, "Do Teachers Who Use Democratic Methods Develop
Democratic Attitudes?" Elementary School Journal, XLVII (September,
1946), 24-27.
2
Howard E. Wilson, "School and Community Life in the Social Studies
Program," Review of Educational Research. XI, No, 4j Part 2 (October,
1941), 460.
3
The example is single-spaced because it is a direct quotation.
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5
Herman H. Remmers, editor. Further Studies in Attitudes. Series II
(Lafayette, Indiana, 1936).
6
Harold H. Anderson, "Domination and Social Integration in Behavior of
Kindergarten Children in an Experimental Play Situation." Journal of
Experimental Education. VIII (December, 1939), 123-31.
It was stated in the opening paragraph of this division of the chapter
that the report on research findings should begin with an introductory
paragraph, that this first paragraph should be followed by a description
of significant research studies, and that the report on related studies
should end with a concluding statement. The writing associated with the
first two of these elements has been discussed. A few suggestions will be
made now concerning the concluding statement.
The purpose of the final statement is to round out the discussion and
1
to point out the particular emphasis desired.
Helpful suggestions on the nature of concluding statements may be
found in the following text:
Perrin, Porter G. Writer's Guide and Index to English. New York: Scott,
Foresman and Co., 1942, pp. 70-^0.
The student may find it profitable also to examine concluding state¬
ments found in summary articles in professional journals, such as the
Review of Educational Research and the Journal of Educational Research.
Plans of Others.— In reporting on plans of others, the writer of this
division of the chapter is concerned with presenting significant patterns
of action or learning experiences which others have either proposed or
provided for the purpose of achieving preferred ends. Plans of others,
then, involve two significant features: (l) the ends or goals preferred
_
Porter G. Perrin, Writer's Guide and Index to English (New York,
1942), p. 70.
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and (2) the experiences designed to achieve the desired ends. These two
features should be prominent in the report on plans of others. Wherever
proposals are made in a plan for evaluating the results of the action,
this feature should be mentioned in the report. Other features of an
«
examined plan which the writer should mention in the report would be
selected on the basis of the nature of the plan and the intent of the
writer.
As a general rule, the writing of a report on a plan examined may be
designed to mention the following:
1. The person or persons, if possible, who either proposed or
conducted the plan
2. The place where the plan was attempted
3. The purposes of the plan
4. The procedure or action designed to achieve desired purposes or
ends
5. The technique, if any, proposed for evaluating the results of
action
The criteria governing the selection and presentation of plans of
others may well be similar to those criteria governing the selection and
presentation of research studies. Briefly stated, these criteria are:
1. The writing of the section should be divided into three parts,
namely, an introductory paragraph, a description of significant plans, and
a concluding statement,
2. The introductory paragraph should be designed to give the reader a
general idea of the extent and nature of the plans attempted in the area.
Significant similarities or differences in emphases in plans should be
mentioned. When possible, the writer should make a statement in which he
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presents his own groupings of plans.
3. Following the introductory paragraph, the writer should present
descriptions of selected plans. One plan should be selected for full
treatment under each grouping or emphasis presented in the introductory
paragraph; other plans which supplement or support the major emphasis
should be mentioned briefly. An additional factor which would condition
the nature of the data presented in the descriptions would be the desire
on the part of the writer to keep a record in writing of significant
actions which he intends to use later in developing, writing, or . ‘
executing his plan of action.
4. Each description of a plan should be accompanied by a footnote on
the source of information (see rules for footnotes, pages 106-12).
5. The concluding statement should point out to the reader the parti¬
cular emphasis desired.
Accounts of plans of others may be found in a variety of types of
educational literature including books, periodicals, bulletins, and
unpublished materials. An example of a report on a plan, "Hamden
Alternates School and Work," which mentions the majority of the items
presented in this text is one in the following reference:
National Education Association, Department of Supervision and Curriculum
Development. Toward a New Curriculum: Extending the Educational
Opportunities of Children. Youth, and Adults. 1944 Yearbook.
Washington, D. C.: the National Educational Association, 1944j
pp. 63-64.
Many different examples of reports on plans of others may be found in
the following book:
National Education Association, Educational Policies Commission.
Learning the Ways of Democracy. V/ashington, D. C.: the Association,
1940.
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Documentation.— In writing the chapter on related literature as well
as in writing other chapters, the student will find it desirable knd
necessary to make use of ideas, opinions, and facts presented by others.
Use is made of these ideas, opinions, and facts' in three ways: (l) in |i
direct quotations in which an author's o'wn words are used, (2) in
2
indirect quotations in which the ideas of another are used but not his
3
direct words, and (3) in digests in which a considerable amount of
material of another is svimmarized for special use.
Careful and accurate 'writing demands that credit be given to the
source of information for each significant idea, opinion, or fact quoted
or otherwise stated. Attention in the manuscript is directed to the
source of information through quotation marks, footnotes, and bibliog¬
raphy.^
In this chapter and in other chapters in this text, there are many
examples of the-use of quotations and quotation marks. Special rules
governing the use of quotation marks in writing are presented on pages
124-25.
Citations to references should be placed in footnotes. Rules governing
the form and style of footnotes are presented on pages 106-12, Types of
abbreviations used in footnotes are presented on pages 97-98. In addition
1
See examples, pp. 59ff.
2
See statement associated with Betts, p. 23.
3
See description of study by Graham, pp. 63-64.
4
Suggestions regarding the preparation of the final bibliography are
presented in Chapter IX.
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to using footnotes for citations to references, footnotes may be used
(l) to present additional material or discussion,^ (2) to present cross-
2





See footnote No, 2, p. 104.
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WRITING THE PLAN OF ACTION
Purpose of This Chapter.— The purpose of this chapter is to offer
some suggestions to the student on ways of describing his plan of action.
For convenience in presentation, the suggestions are grouped under the
following headings:
1. Things to Keep Constantly in Mind
2. Thinking About the Organization of the Chapter
3. Suggestion Regarding Ways of Writing Special Sections
4. Notes on Evaluating the Plan
Things to Keep Constantly in Mind.— Before presenting suggestions on
ways of organizing and writing the chapter, it is proposed that three
things should be kept in mind as one develops a description of his plan of
action. First, it is suggested that the writer should keep the needs of
the reader in mind. This means that there should be a conscious effort on
the part of the writer to satisfy the reader's desire (l) to know what the
plan is and (2) to know how the plan operates or works.
Second, it is suggested that the writer should keep his needs in mind.
Two needs of the writer will be mentioned. One is a need for clarifying
and organizing his own ideas; the other is the need for recording ideas,
decisions, and procedures which he proposes to use later in working with a
group. The act of writing is a means of meeting both.of these needs.
Third, it is suggested that the writer should keep in mind that his
plan of action is a personal plan and that it should consist essentially
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of what he thinks and what he proposes to do. Therefore, in the writing,
emphasis should be placed upon describing the actions which the investi¬
gator, the leader of the group, proposes to take rather than upon
describing the actions which members of the cooperating group will take or
should take.
Thinking About the Organization of the Chapter.— For the purpose of
facilitating the reading of the chapter, the material to be presented
should be grouped under selected chapter divisions or headings. The
number and nature of these headings should be determined by the kinds of
material which the writer has gathered.
Through the several steps in thinking about a plan of action,^ the
investigator has made certain decisions; he has developed certain
procedures appropriate to the decisions which he has made. The procedure
to follow in thinking about the divisions of the chapter, therefore, is to
examine the decisions and procedures developed for the purpose of deciding
on the most convenient way in which these materials may be grouped for
presentation.
Under all conditions, it would be well to begin the chapter with a
presentation of the purposes of the plan and the writer^s point of view.
If desirable, two separate headings may be used for this presentation.
Following the decision regarding the presentation of introductory
material (purposes and point of view) the material to be presented in the
remainder of the chapter may be examined in two ways for the purpose of
arriving at a decision regarding chapter divisions. One way of examining




material may be grouped lander certain big steps to be taken in carrying
out the undertaking. For example, it may be seen that the material may be
grouped under such headings as the following;
1. Initiating the program
2. Organizing the group for action
3. Selecting and undertaking activities
4. Culminating the experience
A second way of looking at the material for the purpose of arriving at
a conclusion regarding the way of organizing the chapter will be presented.
On looking at the material it may be seen that there are certain areas of
action which cut across all steps in acting and which operate from the
beginning to the end of the undertaking. For example, cooperating demo¬
cratically, developing and sustaining interest and initiative, and
evaluating are areas of acting which are equally applicable at the beginning
as well as at the end of the experience. The investigator may find it
desirable, therefore, to group his material under areas of acting or
processes in acting rather than under steps in acting. For example,
divisions such as the following may be appropriate;
1. Stimulating concern
2. Cooperating democratically
3. Developing and sustaining individual and group interest and
initiative
4. Utilizing resources
5. Evaluating proposals, action, and achievement
The two approaches are mutually dependent rather than mutually exclu¬
sive, for the decision to emphasize one approach in the matter of arranging
chapter headings necessitates a corresponding decision to include elements
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of the other approach in the vrriting. Several illustrations of the appli»-»
cation of this principle viill be given. Let us assume, for example, that
the material is organized under steps as headings and that one is concerned
immediately -with describing the step: organizing the group for acting.
The description of this step would take into consideration aspects of
areas of acting, such as ways of stimulating concern in organizing, ways
of deciding on the nature of the organization, and ways of evaluating
proposals and decisions in the process of planning. Similarly, descrip¬
tions of other steps, such as initiating the program and selecting and
undertaking activities would include statements on how concern is stimu¬
lated, how choices are made, how interest is sustained, how resources are
utilized, and how evaluation is undertaken.
It is equally true that descriptions of areas of acting, such as
stimulating concern, cooperating democratically, and evaluating would
involve a consideration of various steps in acting. For example, if one
is writing about ways of stimulating concern, it would be appropriate to
consider ways of stimulating concern as the program is initiated, as the
group is organized for action, as activities are selected and undertaken,
and as the experience is culminated.
Suggestions Regarding Ways of Writing Special Sections.— In the
preceding section it was suggested that the writing of the chapter on the
plan of action should begin with a presentation of certain introductory
materials, namely, the purposes of the plan and the writer's point of
view. In presenting the purposes of the plan of action, the writer should
have a clear understanding of the difference between the purposes of the
study previously considered^ and the purposes of the plan of action. It
See pp. 52-54.
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was suggested in Chapter V that the purposes of the study should be
defined in terms of the problems which the investigator faces in developing
a plan. The point was emphasized that the study itself (the thinking, the
planning, and the writing) could not develop initiative, interest, and the
like. The plan of action, however, is a description of action designed to
achieve certain ends. The purposes of the plan of action, therefore, may
be stated in terms of the desired consequences of action. For example, a
statement such as the following may be made:
The purposes of the action proposed in this plan are:
1. To develop certain ... •
2. To assist ...
3. To stimulate ...
Extreme care should be taken in formulating the purposes of the plan.
The purposes should point directly to what the investigator proposed to
do. And, the writing should be designed largely to show how these
purposes may be realized.
A few suggestions will be made now concerning the presentation of the
writer's point of view. After an individual has examined a need which he
is considering, has explored the literature in the area, and has thought
about his plan of action, he kno^^rs that the kinds of actions which he
proposes to take are conditioned by his beliefs about what is valuable,
what is true, and what is good. Thus, these beliefs are criteria which
determine not only the nature of the action to be taken but also the
purposes of the action.
The choice of the beliefs to be stated in the section on the writer's
point of view is determinec|iDy the nature of the problem under considera¬
tion. Points of view may be expressed concerning a variety of things.
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such as beliefs concerning
1. The fundamental function of education in terms of the needs of
children, youth, adults, or society
2. The unique contribution or value of the program considered,to the
larger purposes of education
3. The ways in which individuals learn generally or the ways in which
they learn specifically in the area of special need considered
4. The values involved in democratic cooperation especially in
connection with the problems considered
5. The nature of the individuals who will participate in the
undertaking
The beliefs which the writer presents should be those which prepare
the reader for understanding why the writer chooses to take the action
which is described later in the chapter. In presenting these beliefs, it
is appropriate at times to give the reader some insight into the process
of thinking which led to the selection of particular beliefs. For
example, the presentation of a preferred way of thinking may be accom¬
panied by a statement of selected reasons for the choice or a statement of
possible alternative choices..
It has been suggested that the presentation following the introductory
materials of the chapter may consist of either descriptions of big steps
in acting or descriptions bf significant areas of acting. It has been
suggested also that the adoption of one of these approaches necessitates
the inclusion of information from the other in the writing. A suggestion
will be made now concerning a way of writing associated vrith either of
these approaches. The suggestion is that the writing of each division of
the chapter devoted to a description of the plan of acting may be
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accompanied by doing two things: (l) first, by stating the decisions which
have been made and second, by describing the action appropriate to the
decisions.
An examination of the materials gathered through the steps in thinking
about a plan of action^ will reveal the prominence of these two features:
decisions and corresponding ways of acting or ways of helping. In order
to illustrate the use of these two factors in writing, let us assume that
a decision has been made to solicit the cooperation of the superintendent
of schools or some other individual in the undertaking. The decision to
do this should be stated in the chapter. The statement of this decision
should be accompanied by a description of the specific action which will
be taken in order to secure this desired cooperation. The description of
the appropriate action may include display materials designed to develop
concern.
There will be instances in which the investigator has decided that the
responsibility for making decisions should be shared with others. For
example, in thinking of ways of organizing the group for action, the
investigator may have made one of two decisions. He may have decided that
no aspects of the structure of the organization should be decided by him
in advance and that the group should make all of the decisions regarding
2
the structure cf the organization. On the other hand, he may have




The word "structure" is used to indicate a special aspect of the
organization, for the total nature of the organization would include not
only the structure or arrangements developed, but also the process by
which these outcomes are achieved. It is obvious here that one definite
decision has been made regarding the organization and that decision is
that the process of deciding by the group shall be democratic.
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decided in advance by him and that other aspects of the organization should
be decided by the group. In either case, the writer has the responsibility
for describing appropriate courses of action. If the group is to make all
of the decisions regarding the structure of the organization, this decision
should be presented in writing and it should be accompanied by a descrip¬
tion of the kinds of help which would be given in assisting the individuals
in deciding wisely and democratically. In stating the kinds of help which
would be' given, the 'writer would define, for example, how he expects to
assist the group (l) in exploring possibilities, (2) in making proposals,.
(3) in examining or evaluating proposals critically, and (4) in arriving at
1
a group decision.
If the investigator has decided that some phases of the structure of
the organization should be decided by him and that other phases should be
decided by the group, he has three accompanying responsibilities in the
writing. First, he should state the kinds of decisions which he has made
and the corresponding areas in which the group is free to choose. Second,
he should describe the action which seems appropriatfor developing on the
part of the group an interest in and a willingness t; accept the decisions
which he has made. Third, he should describe the procedure which will be
followed in assisting the group in making its decisions. A similar
analysis would be applicable to areas, such as selecting and undertaking
activities, aAd culminating the experiences.
The plan of stating decisions and describing appropriate action is
applicable also to the writing associated with a description of an area of
acting such as democratic cooperation. Let us assume, for example, that a
_
It is suggested that the investigator examine the relative value of
deciding by voting and deciding by consensus of opinion in democratic
cooperation.
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statement regarding the need for participation on the part of the group in
making choices has been made. Following this, the writer of the chapter
division might define what he means by opportunities for the group to
choose
1. As the program is initiated
2. As the group organizes for action
3. As activities are selected and undertaken
4. As ideas, procedures, plans, and activities are evaluated
These definitions may include statements of areas in which the leader
makes the choice and statements of areas in which the group is free to
choose. These statements or decisions should be accompanied by descrip¬
tions of procedures designed (l) to guide the group in accepting the
decisions which the leader has made and (2) to assist the group in making
wise decisions in the area in which it is free to choose.
In summarizing the suggestions regarding the presentation of the area
of the plan which deals specifically with proposed action, it may be said
that the writing may be accomplished (l) by stating the decisions made and
(2) by describing the action appropriate to these decisions. In other
words, every decision should be accompanied by a corresponding course of
action. If the leader of the group makes a certain decision, then he has
the responsibility of defining this decision and the accompanying respon¬
sibility of describing the action designed to stimulate concern for and
interest in the things he has in mind. If the group is free to choose in
an area, then the leader has the responsibility of defining the area and
of describing the action which he will take in assisting the group in
choosing wisely and democratically.
Notes on Evaluating the Plan.— An individual who designs a course of
79
action to achieve certain ends or objectives very often wishes to determine
the extent to which the action produces the desired results. Thus,
descriptions of plans of action are often accompanied by a plan for judging
or appraising the extent to which the objectives are realized. A suggested
procedure for accomplishing this purpose is as follows: First, reexamine
the purposes of the plan and, if necessary, prepare a detailed list of
specific objectives under the general objectives. Second, make a list of
what may be classified as evidence that the objectives have been or are
being realized. Third, organize the list of evidence so that the items may
be checked easily and so that the information obtained may be inspected
easily for the purpose of arriving at general conclusions.
It has been noted doubtless that the term "evaluation" has been used
frequently in this text and that evaluation as an activity has been
referred to in the sense that it is a part of the process of working with
an individual or a group rather than as an end activity. Thus, evaluation
may be thought of not only as a process of judging the extent to which
objectives have been realized, but also as an integral part of the process
of facilitating the development of individuals and groups in desired direct
tions. A simple illustration of this second function of evaluation is as
follows: When members of a group are making proposals and the leader of the
group assists the members of the group in judging the extent to which one
proposal is better than another, the leader and the group are engaged in
evaluating.
For those who wish to explore the idea of evaluation further, the
following selected references are presented:
Baxter, Bernice. "Rating Scale of the Teacher's Personal Effectiveness,"
Teacher-Pupil Relationships, pp. 144-45. New York: Macmillan Co.,
1943.
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Cooperative Study of Secondary School Standards, Evaluative Criteria.
Washington, D. C.: the Study, 1940,
Elder, Alfonso, "Evaluation of Teaching," Phylon. VII (Second Quarter,
1946), 132-45.
Eurich, Alvin C., Pace, C. Robert, and Ziegfeldj Edwin, "Evaluative
Studies," Review of Educational Research. XII (December, 1942),
521-22; 531-33.
National Education Association, Department of Supervision and Curriculum
Development, Group Planning in Education. 1945 Yearbook, Washing¬
ton, D. C,: National Education Association, 1945* PP. 14-2-53.
National Education Association, Educational Policies Commission, Learning
the Ways of Democracy. Washington, D. C.: National Education
Association, 1940, pp, 3^7-89; 391-96,
National Education Association, Joint Committee on Curriclum, The
Changing Curricultun. New York: D. Appleton-Century Co,, 1937,
pp, 167-77.
Smith, E. R. and Tyler, R. W. Appraising and Recording Student Progress,
New York: Harper and Brothers, 1942,
Traxler, Arthur E. Techniques of Guidance. New York: Harper and
Brothers, 1945.
CHAPTER VIII
TABLES, FIGURES, AND GRAPHS
Methods of Presentation.— There are three general methods by which
data collected for a thesis or investigation may be presented. Data may
be (l) incorporated in a paragraph of text, (2) put into tabular form, or
(3) expressed graphically.
Text Presentation.— Combining figures, statistical data, and text is
not a particularly effective device, since it is necessary to read, or at
least scan, the entire paragraph before one can grasp the meaning of the
entire set of figures. Many persons cannot easily comprehend the data
when set forth in this manner, and it is especially difficult for the
reader to single out individual figures. Following is an example of text
presentation;
During the year 194^, there were 122 teachers employed in the Negro
schools of Bibb County. Of these, 9 or seven per cent held four-year
certificates; 20 or sixteen per cent held three-year certificates; and 2
or two per cent held only County License certificates.
Tabular Presentation,— The table is a means of presenting more or
less detailed statistical information in a compact form. The same data
which have been presented above can be more vividly portrayed in the form
of a table as shown in Table 1.
In Table 1, the various parts of the table have been slightly
separated and labeled for indentification. A table will have at least
the four essentials; title, stub, caption, and bo^.
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TABLE 1
NUMBER AND TYPES OF CERTIFICATES HELD
















A brief introduction to the table should be given before the table
appears in the text. The table should appear in the text as soon as
possible after this introduction - on the same page if possible or as
near thereafter as is possible. After the table has been presented,
particularly important data in it, and conclusions to be drawn from it,
should be given. For example, the introduction to Table 1 might be such
a statement as follows:
The distribution and types of teaching certificates held by the Negro
county teachers of Bibb County are shown in Table 1.
After the presentation of the table, an analysis of the data shown
might be stated as follows:
As indicated in Table 1, only seven per cent of the Negro teachers of 1/
Bibb County are college graduates holding four-year certificates, while
more than three-fourths of them have low grade certificates of two years j
I
or less. It seems evident that either better trained teachers should be
employed, or a program should be developed to enable these teachers to
complete their college preparation.
Graphic Presentation.— The term "figure"^ is used to denote any kind
of graphic presentation other than a table. A figure may be a chart,
diagram, graph, dravring, photograph, photostat, map, histogram, blue¬
print, or any other type of illustration.
Usually the total number of different kinds of illustrations is small,
in which case all of them are grouped together as one series and are
called figures. TO^,_hqwever, there is a large number of any. one kind,
it is proper to call the group by its specific name, and to call the
others figures.
Each table, graph, chart, map, or illustration must have a title which
will tell in a direct and concise manner just what material is contained
therein. This title should be placed above a table but below a figure, .,■>




"table showing" or "figure representing," should be avoided. The mere
fact that the material has been arranged for purposes of illustration
implies that something is shown.
As a rule, rather than being grouped in one place, material of this
nature should be placed in relation to the text as needed, except as it
may find an appropriate location in the appendix.
Material of this type may be placed centrally on the page. The
student should make a systematic plan of the size and placement of the
material before ''actually putting it into final form.
The Graph.— The primary purpose of the graph is to present numerical
_
Capitalize when referring to a specific figure; for example.
Figure 2.
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data in visual form. It serves as a means of presenting visually, tables
of statistics in a- simple, readable, and interesting form. The most use-
ful purpose of the graph is to save time and effort in analyzing
statistics and tables.
The basic form of the graph is derived by plotting figures in relation
to two axes. These axes are formed by an intersection of two perpendicu¬
lar lines. Through the use of scales of values along the axis, a means is
provided for locating points. Each scale used in a graph should be
clearly indicated by a heavy scale line having scale values or indexes
I
opposite certain regularly spaced divisions. Each scale should be given
its title. The graph itself and all verbal material in it should be so
placed as not to extend over the regular margins of the page. A small
graph may be pasted on the page in the body of the text. A larger graph
*
may occupy an entire page. If the graph is too large for a page, it may
be placed on an extended page and folded back, or be reduced by the photo-
static process.
The more general types of graphs are (l) line graphs, (2) bar graphs,
(3) area, diagrams, (4) solid diagrams, (5) statistical maps, (6) graphs of
relationships, and (7) graphs for computation. For detailed rules for the
construction and use of graphs, with illustrations of the various types,
the student may refer to the following books:
Arkin, Herbert and Colton, Raymond R. Graphs: How to Make and Use Them.
New York2 Harper and Bros., 1936.
Briton, Willard C. Graphic Methods for Presenting Facts. New York;
McGraw-Hill Book Co., 1914.
Four methods for the presentation of the scores made by ninety-six
1
See samples, pp. 86-88.
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students on the Otis Quick-Scoring Test of Mental Ability are illustrated
in Table 2 and Figures 1, 2, and 3.
TABLE 2 '
FREQUENCY DISTRIBUTION OF THE SCORES OF
NINETY-SIX STUDENTS ON THE


















1.- Line graph of the scores made by ninety-six students on the Otis





Fig, 2,- Column diagram of the scores made by ninety-six students on the
Otis Quick-Scoring Test of Mental Ability
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(Sample Bar Graph)
3.- Bar graph of the scores made by ninety-six students on the Otis
'
Quick-Scoring Test of Mental Ability
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Rules for Tables and Figures.— Following are some rules to be
observed in the presentation of tables and figures.
1. Tables and figures should be numbered consecutively throughout the
manuscript with Arabic numerals.
2. Each table or figure should have a title which should be clearly
worded and states briefly what data are shown.
3. Titles should be placed above tables, but below figures, graphs,
or any other kind of illustration.
4. The titles of tables should be written in full capital letters,
without terminal punctuation.
5. The titles of figures should be written in lower-case letters
except that the first word, all proper nouns, and titles of publications
should be capitalized (see Figure 1, page 86).
6. Abbreviations should not be used in tables unless space limita¬
tions make their use absolutely necessary.
7. Footnotes to tables and figures should be indicated by small
letters or asterisks, and should appear immediately below the illustration
(see Table 3, page 91).
8. When percentages are used in a table, the stub or the caption
entry should indicate clearly to what figures the percentages relate.
Thus, the term, "per cent" alone should be avoided (see Table 3, page 91).
9. When financial data are exhibited in a column of a table, the
dollar sign should appear only before the first entry in the column and
again before the total.10.Whenever decimal points are used in the data of a coliimn, the data
should be arranged in the column in such a way that the decimal points
appear in vertical lines directly under each other (see Table 1, page 82).
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11. Each col-umn in a table should have an appropriate, descriptive
caption (see Table. 3» page 91).
12. When a table is so long that it must be continued on the next
page, the entire arrangement on the succeeding page or pages should be *
exactly the same as on the first page of the table, except for the addi¬
tion of the parenthesized word "continued" following the table number.
13. Ordinarily a table which fills only part of a page should be //
/'
placed on the page with textual material preceding or following (see
Table 1, page 82),
14. In general, all graphs and figures should be in black ink,
without the use of color,
15. If reference to a table is made at any place other than on the
page preceding it, both the table numbej^ a.n<^ the page num^r must be given
in order to facilitate its location by the reader, ,
16. Under no circumstances should a table precede the first discussion
of its contents within the manuscript,
17. In ruled tables with boxheads of several stories, the upper story
(primary, heads) should be set in caps and the lower story (secondary heads)
should be set in caps and lower case letters (see Table 3, page 91).
18. The word "TABLE" (written in caps) together with the number of
the table in Arabic numerals, should be placed above the table, and in the
center of the page equidistant from the margins.
19. A double ruling should appear at the top of the table two spaces
below the title.
20. A single ruling should appear at the end of the table.
For more detailed rules, the student may refer to any of the following
references:
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Campbell, William Giles. A Form Book for Thesis Writing. Atlanta:
Houghton-Mifflin Co., 1939, pp. 41-46,
Atlanta University, Department of English, "Thesis Handbook." Atlanta:
Atlanta University, 1941, pp. 6-7. (mimeographed).
New York University, School of Education. Standards for Written Work.
New York: New York University, 1933, pp. 20-24.
Reeder, Ward G. How to Write a Thesis. Bloomington, Ill.: Public School
Publishing Co., 1930, Chaps. IX-X.
(Sample Table with Boxheads)
TABLE 3^''
NUMBER AND PERCENTAGES OF SUBJECTS WHO CHEATED
ON EXAMINATIONS, BY CLASS, IN GROUPS
A AND B
CLASS



















Freshman 31' . 4 13 63 26 41
Sophomore 52 14 27 50 17 54 .
Junior 77 35 45 59 33 56
Senior 27 15 55 20 3 15
Graduate 2 67 12 2 23
■"Sample table' from William Giles Campbell. A Form Book for Thesis












I ~) - no remedial instruction
- after instruction
Fig., A.- Percentages of pupils who failed (in no subjects, in one, two,
and three subjects, and in all subjects) in the semester when
no remedial instruction was given and in the semester after
remedial instruction was given
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(Sample Chart)
Fig* 5»“ Proposed plan of organization for the guidance program
CHAPTER IX
PREPARING THE FINAL BIBLIOGRAPHY AND APPENDIX
Types of Bibliographies Defined.— There are two types of bibliog-
raphies (lists of written or printed references) appropriate for the types
of studies under consideration. One type of bibliography consists of a
list of references which the writer has prepared either for use later in
carrying out his project or for the purpose of directing the reader of the
study to appropriate sources of additional information.^ This type of
bibliography may be referred to as a selected list of references or
resource materials. When lists of this type are prepared, it is
recommended that they include those references which are not cited in the
footnotes of the study. It is appropriate to place such lists within
chapters, at the end of chapters, or in the appendix.
The second type of bibliography, called the final bibliography,
consists of all the references, such as books, articles, and manuscripts
which were used in footnotes in the study (see example, pages 127-29).
The final bibliography should be placed in the written report after
the last chapter and usually before the appendix, if an appendix is
included.
Suggestions regarding the preparation of this final bibliography are
presented in the next division of this chapter.
Preparing the Final Bibliography.— In the second chapter of this
text, it was suggested that bibliography cards should be made. If these
_
See pp. 56, SO, and 91.
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cards are available, then the first step in preparing the final bibliog¬
raphy is to select those cards which list the■references used in footnotes
1
Each reference should be checked for accuracy of information and form.
Following this, it is desirable to group the references under convenient
headings, such as b^ks, periodicals, bulletins, unpublished^ manuscripts,
letters, and newspapers. '
The references within the heading^ should then be arranged alphabeti¬
cally, that is, the references to books should be arranged alphabetically
as a group, the references to periodicals should be arranged alphabeti-
2
cally as a group, and so or. As a rule, the process of alphabetizing
would involve arranging the references according to the first letter of
the author's surname. However, references to materials prepared by
committees or organizations should be included in the series according to
the first letter of the•committee or organization.
Rules for typing the final bibliography will be given. An example of
the application of these rules is presented in the final bibliography of
this text. The rules are as follows;
1. The word "BIBLIOGRAPHY" should be written entirely in' capitals and
centered at least one inch from the top of a new page.
2. The first page of the final bibliography should be numbered at the
bottom of the page.
3. Tlie first division heading, "Books," and other division headings
should be typed according to the rules governing centered heads (see
Rule 3a, page 113).
_
To check for formt, compare with saiiiples on pp. 100-03.
2
See "Final Bibliography" to this work, pp. 127-29.
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4. The first line of each reference should begin at the left-hand
margin of the page; the typing should be single-spaced; and the second line
of the reference and those which follow should be indented five spaces,
5. There should be a double space between .references,
6. Items in the final bibliography should not be numbered.
7. If two or more works by the same author or organization are cited,
a dash six spaces in length should be used in the place of the name of the
author or issuing body after the first occurrence:
National Education Association, Educational Policies Commission.
The Unique Function of Education in American Democracy. Washington,
D. C.: the Association, 1937.
. The Purposes of Education in American Democracy. Washington,
D. C.; the Association, 1938.
The Appendix.— An appendix is necessary only when there are materials
which should be included in the study but which would interfere with the
reading if presented in the body of the text. These materials may include
tables, figures, outlines, exhibits, original data, lengthy quotations, and
letters.
A separate page on which the word "APPENDIX" is typed in full capitals
and centered should precede the presentation of the materials in the
appendix.
In presenting the material , the form and style of presentation may be
adapted to the nature of the material.
There may be several divisions of the appendix, for example. Appendix
A, Appendix B, etc., if it is desirable to divide the material into parts.
If divisions of the appendix are used, eachdivision should begin on a new
page with the division heading tjrped in full capitals.
CHAPTER X
SELECTED RULES ON FORM AND STYLE
Abbreviations
1. Since abbreviations are not always clear to the reader, it is
advisable to avoid their use in literary composition. Titles of persons
should not be abbreviated. Spell out words, such as "Professor," "Presi¬
dent," "Captain," and "Reverend." Exceptions to this general rule include
abbreviations, such-as "i.e," "e.g.," "viz.," "etc," "A. D.," "A. M.,"
"P. M.," "Mr.," "Mrs." and "Dr." Selected abbreviations that are used in
different parts of technical works are presented in the following table.
TABLE 4
1



















. and others; and elsewhere
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, opere citato (in the work cited)
1
For extended list of abbreviations, see A Manual of Style (lOth ed,














5th ed. (eds., plural)2.The abbreviations "vol," "chapMeaningpagepages 8 to 14 inclusivepages 6, 9i and 32 separatelypage 8 and pages 12 to 14page 2 and the following pagepage 2 and the following pagesnamelyvolxunefifth edition
but they are notpermissible in footnotes and in bibliographical material
permissible in formally constructed sentences.
" "t) " "'nn
•> P•> PP•
3. In footnotes and in bibliographical material, abbreviate any word
designating a part when it is followed by a number, for example, "Fig. 7^"
"Vol, II," "Chap. Ill," "p. 6," "pp. 5-12."
4. The-terms "1st,"‘"2nd," etc„ are not classified as abbreviations
and are not followed by a period,
1
Bibliographical References, General Form Of
1. Reference to a book in a bibliography should follow a general
form. An example of this form is as follows:
Reeder, Ward G. How to Write a Thesis. Bloomington, Illinois: Public
School Publishing Co., 1930.
In the illustration given, it should be noted (a) that the author's
'2
, ^
surname was written first, (b) that the najne of the author is followed by
1
Rules for typing bibliographical references are presented on pages
95-96.
2
In a footnote the name would be written as Ward G. Reeder (see
Rule 2, pp. 106-07).
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a period,^ (c) that the first letters of important words in the title are
2
, ,
capitalized, (d) that the title of the book is underlined and followed by
a period, (e) that the place of publication is given and followed by a
colon, (f) that the name of the publisher is followed by a comma, and (g)
that the reference ends with the date of copyright followed by a period.
2. When a book is prepared by a commission, organization, or agency,
the name of the issuing body occupies -the place of the author's name in
the reference:
Progressive Education Association, Commission on Secondary School
Curriculum. Social Studies in,General Education. New York: D.
Appleton-Century Co., 1940.3
3. A periodical reference in a bibliography has the following
standard form:
Good, Carter V. "Bibliographical and Documentary Techniques in Education,
Psychology and Social Science," Review of Educational Research. XII
(December, 1942), 46O-78.
It should be noted in this reference (a) that the title of the article
is enclosed in quotation marks and followed by a comma, (b) that the name
of the periodical is underlined and followed by a comma, (c) that the
volijme number of the periodical is indicated in Roman numbers, (d) that
the parentheses enclosing the month and year of the publication are
followed by a comma, (e) that the pages are indicated by Arabic numbers
without the use of the abbreviation of the word "page," and (f) that the
hundredths digit in the second number indicating the page span (pages 46O
1
In a footnote the name of the author would be followed by a comma.
2
See Rule'5, p. 103.
3
Where there would be no misiinderstanding regarding the place of
publication, for example, in the case of New York, Chicago, or Boston,
the name of the state may be omitted.
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to 47^ inclusive) is not repeated.
Bibliographical References, Selected Samples Of
1. Book (Single Author)
Alexander, Carter. How to Locate Educational Information and Data. New
York: Bureau of Publications, Teachers College, Coliunbia University,-
1935.
2. Book (Two or Three Authors)
Good, Carter V., Barr, A. S., and Scates, Douglas E. The Methodology of
Educational Research. New York: D. Appleton-Century Co., 1941.
3. Book (More than Three Authors)
Myers, Alonzo F., et Cooperative Supervision in the Public Schools.
New York: Prentice-Hall, Inc., 1938.
4. Book (Edited)
Everett, Samuel (ed.). A Challenge to Secondary Education. New York:
D. Appleton Century Co., 1935.
5. Book (Commission or Committee)
National Education Association, Educational Policies Commission.
The Purposes of Education in American Democracy. Washington, D. C.:
National Education Association, 1938^
Progressive Education Association, Commission on Secondary School
Curriculum. Science in General Education. New York: D. Appleton-
Century Co., 1938.
6. Book (Voliime Noted)
Rugg, Harold (ed,). Readings in the Foundations of Education. Vol. I.
New York: Bureau of Publications, Teachers College, Coliimbia
University, 1941.
1
For information on the use of abbreviations, see pp. 97-98.
2
The headings. Book (Single Author), Book (Two or Three Authors),
etc. are presented merely,for convenience in location and should not be
included in a finished bibliography. For information on headings in the
final bibliography, see Chapter IX.
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7. Book (Series Noted)
Progressive Education Association, Coimiission on Relation of School and
College, Thirty Schools Tell Their Story. Adventure in American
Education, Vol. V. New York: Harper and Brothers Publishers, 1943.
8. Book (Anonymous)
A Manual of Style. Chicago: University of Chicago Press, 1937.
9. Book (Edition Noted)
A Manual of Style. 10th ed. Chicago:’ University of Chicago Press, 1937.
10. Book (Part Cited with Title of Part Given)
Prescott, Danfel Alfred. "Basic Personality Needs and Conditions which
Frustrate Them," Emotion and the Educative Process. pp. 110-38.
Washington, D. C.: American Council on Education, 1938.
11. Yearbooks
National Society for the Study of Education. The Scientific Movement in
Education. Thirty-seventh Yearbook, Part II, Bloomington, Ill,:
Public School Publishing Co., 1938,
National Education Association, Department of Supervision and Curriculum
Development. Toward a New Curriculum: Extending Educational
Opportunities of Children. Youth, and Adults, 1944 Yearbook,'
Washington, D. C.: the Association, 1944.
12. Bulletin (Professional Organization)
National Education Association, Department of Secondary School Principals,
Committee on Orientation. Functions of Secondary Education.
Bulletin No. 59. Washington, D. C.: National Education Association,
1936.
13. Bulletin (U. S. Office of Education)
lessen, Carl A. Trends in Secondary Education; U. S. Office of Education
Bulletin No. 2. Washington, D. CL: U.' S. Government Printing Office,
1937.
Spaulding, Frances T., Frederick, 0. I., and Koos, Leonard V.
Reorganization of Secondary Education. Bulletin No. 17, National
Survey of Secondary Education, Monograph No. 5. Washington, D. C.:
U. S. Government Printing Office, 1932,
U. S. Office of Education, Vocational Division. Directing Vocational
Agriculture Day-School Students in Their Farm Programs.
Vocational Division Bulletin No. 225, Agricultural Series No. 56.
Washington, D. C.: U. S. Government Printing Office, 1944.
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14. Bulletin (Educational Institution)
George Peabody College for Teachers, Division of Surveys and Field
Studies. Free and Inexpensive Learning Materials. Field Study
No. 9. Nashville, Tenn.: George Peabody College for Teachers, 1944.
15. Bulletin (Mimeographed)
Georgia State Department of Education. "Guidance Manual." Victory Corps
Series, Bulletin No. 7. Atlanta, Ga.: the Department, 1943.
(mimeographed).
"The Richmond County Workshop." Bulletin of the School of Education,
Atlanta University, 1944. Atlanta, Ga.: School of Education,
Atlanta University, 1944. (mimeographed).
16. State and City Publications
McGill, Ralph and David, Thomas C. Two Georgians Explore Scandinavia.
Atlanta, Ga.: Georgia State Department of Education, 1938.
Baltimore Department of Education, Division of Vocational Education,
Department of Guidance and Placement. The Social Worker.
Baltimore, Md.: the Department, 1938.
Georgia State Department of Education. Georgia Program for the Improvement
of Instruction. Bulletin No. 2. Atlanta, Ga: the Department, 1937.
17. Public Documents
U. S. Bureau of Census. Sixteenth Census of the United States: 1940.
Population. Vol. IV. Washington, D. C.; U. S. Government Printing
Office, 1943.
18. Articles (Professional Magazines)
Traxler, Arthur E. "The Cumulative Record in the Guidance Program,"
Elementary School Journal. LW (March, 1946), 154-61.
19. Articles (Encyclopaedia)
Stagner, Ross. "Attitudes," Encyclopedia of Educational Research,
pp. 69-74. New York: the Macmillan Co., 1941.
2Q, Unpublished Material (Manuscripts)
Saine, Matilda Lynette. "A Comparison of the Effectiveness of Drills and
Guided Free Readings and Methods of Improving the Reading Abilities
of Twenty-eight Spelman' College Freshmen." Unpublished M. A. Thesis,
Department of Education, Atlanta University,’ 1942.
103
Stegall, Alma. "A Program for Directing Practice Teaching, Albany State
College, Albany, Georgia." Unpublished M. Ed. Investigation,
School of Education, Atlanta University, 1944*
"Cooperative Program in Supervision, 1944-45." Unpublished manuscript in
the files of the School of Education, Atlanta University.
21. Newspaper
New York Times. October 15, 1946.
Capitalization
1. The initial letter of nouns and adjectives of language or race,
such as "English," "German," "Latin," and "Negro" should be capitalized.
2. Proper nouns including the names of days of the week and the
names of months should be capitalized.
3. The words "north," "south," "east," and "west" and their component
parts, such as southwest and northeast, should be capitalized only when
they designate divisions of the country.
4. Capitalize the words "high school," "college," "railroad," and
other common noiins only when they are used as parts of proper names.
5. In writing titles of articles and books, "the usual convention is
to capitalize the first word, all nouns, pronouns, verbs, adjectives, and
adverbs as well as prepositions that stand last or contain more than four
(sometimes five) letters."^
6. The first word after a colon should be capitalized only when that
which follows is a complete sentence or passage having independent
meaning:
The testing program was administered in the following wasrs: First,
the test was selected by a committee of teachers. Second, the
students to be tested were ....
1
Porter G. Perrin, Writer's Guide and Index to'English (New York,
1942), p. 408.
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7. In enumerations, do not capitalize brief items which do not make
complete sentences:
Three types of tests were used: (a) an achievement test, (b) an
intelligence test, and (c) a performance test.
8. A quoted sentence from which words are omitted at the beginning
does not begin with a capital:
... the youth of today suffers conspicuously from the fear that he
will not find any suitable employment.1
2
Conjunctions
1. Ordinarily, put a comma before a clause introduced by such
conjunctions as "and," "but," "for," "or," "nor" if a change in subject
takes place. Do not, however, use a comma to set off a brief contrasting
phrase introduced by "but," if," and "though":
The teacher can assist him, but the final responsibility for
achievement is left to the student. •
It was a small but interesting book.
2. Two subjects joined by "or" take a singular verb if each is
singular, a plural verb if both are plural, or if one nearest the verb is
3
plural.
3. Conjunctions that are used in pairs are called "coordinating
conjunctions." The common ones are:
1
Donald C. Doan, The Needs of Youth (New York, 1942), p. 23.
2
.
Conjunctions are words that connect words, phrases or clauses. They
are classified as (a) coordinating conjunctions, e.g., "and," "but,"
"for," "or," and "nor";- (b) correlative conjunctions, e.g., "either ...
or," "not only ... but," and "whether ... or"; (c) conjunctive adverbs,
e.g., "however," "therefore," "hence," and "consequently"; and (d) subor¬
dinating conjunctions, e.g., "as," "because," "since,".and "so that."
3
Porter G. Perrin, op. cit.. p. 623.
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both and
neither . . nor
whether .... or
either or
not only .... but
not only .... but also
The elements which these conjunctions connect should be equal in
grammatical rank, parallel in form’,^ and substantially equivalent in
thought:
Both the principal and the teachers will be asked to attend the
meeting.
We shall decide whether to operate as one group or to operate as
committees.
Not only was the school unpainted, but it had several broken
windows.
The class not only decided what it wanted to do, but also made
plans for carrying out its purposes.
It will be necessary not only to interview the individual but also
to help him. 2
4. A convenient guide to the selection of conjunctive adverbs as
connectives is as follows:
(a) Addition is indicated by the words "also," "besides," "moreover,"
and "furthermore."
(b) Result is indicated by the words "thus," "so," "therefore,"
"accordingly," "consequently," and "hence."
(c) Contrast and opposition are indicated by the words "yet," "how¬
ever," "nevertheless," and "still."
(d) Time is indicated by the words, "then," "next," and "afterwards.'^
1
See "Parallelism and Enumeration," pp. 119-20.
2
Porter G. Perrin, op. cit.. p. 464.
3
Charles W. Roberts, Jesse W. Harris, and iJalter G. Johnson. A Hand¬
book of English (New York, 1944), p. 112.
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5. Generally, a conjunctive adverb connecting two statements within a
sentence is preceded by a semicolon and followed by a comma. This rule
applies especially to the heavy connectives, such as "however," "moreover,,"
"nevertheless," "hence," and "consequently":
We were unable to secure objective tests for the diagnosis;
nevertheless. We were able by other means to analyze the difficulties
of the students,
6. With the lighter conjunctive adverbs, such as "so," "then," and
"yet" a comma preceding the connective is usually sufficient:
We listened to the report, then we discussed the suggestions which
were made.
7. Wlien conjunctive adverbs are placed within their clause, they are
usually set off by commas:
The general advice of this book, then, is to use commas where the
reader will expect or need them
'
They were influenced, also, by other circiimstances.
We were able, therefore, to complete the work in the alloted time.
Footnotes, General Form Of
1. The reader's attention is directed to footnotes by index numbers
(l, 2, 3 ...) which are placed in the text after the items for which there
are footnotes. Each reference mark in the text is elevated slightly above
the alignment of the word which it follows; and, in the event this
%
reference mark and a mark of punctuation come together, the reference mark
should follow the punctuation mark without space. It should never be
placed after a colon which precedes quoted matter.
2. Books cited in footnotes should conform to a general form. Four
1
Porter G, Perrin, Writer's Guide and Index to English, p. 433.
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examples are given in the following order: first, a book by a single
author; second, a book by two authors; third, a book by a commission; and
fourth, a yearbook of a national organization:
1
Carter Alexander, How to Locate Educational Information and Data
(New York, 1935), pp. 16-28.
2
Hollis L. Caswell and Doak S, Campbell, Curriculum Development
(New York, 1935), p. 184.
3
National Education Association, Educational Policies Commission,
The Purposes of Education in American Democracy (Washington, D. C.,
1938), p. 32.
4
National Society for the Study of Education, The Scientific
Movement in Education. Thirty-sixth Yearbook, Part II (Bloomington,
Ill., 1938,), pp. 164-69.
In the preceding illustrations of books cited in footnotes, it should
be noted that the author's Christian name, when given, comes first; that
information regarding author, or issuing body is -separated from the title
by a comma; that the title of the book is underlined; that the name of the
publisher is omitted; that the parentheses enclosing the place of publica¬
tion and the date of copyright are followed by a comma but not preceded by
any mark of punctuation; and that the specific page or pages are cited.
3. Articles in periodicals cited in footnotes should have the
following general form:
1
J. Wayne Wrightstone, "Evaluation of the Experiment with the
Activity Program in the New York City Elementary Schools."
Journal of Educational Research. XXX7III (December, 1944), 257.
2
Arthur E. Traxler "The Cumulative Record in the Guidance
Program," The School Review. LIV (March, 1946), 154-56.
It should be noted ip the preceding illustrations (a) that the title
of the article is enclosed in quotation marks, (b) that only the name of
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the periodical is underlined, (c) that the volxime nximber is given in Roman
figures, (d) that the place of publication is omitted, (e) that the page
or pages are indicated by Arabic numbers without the use of the abbrevia¬
tion of the word "page," and (f) that the himdredths digit in the second
number indicating the page span (pages 154 to I56 inclusive) is not
repeated.
4. Material in pamphlet form published by nationally known organiza¬
tions may be cited in footnotes as follows:
1
Glen Featherstone, School Bus Drivers (U. S. Office of Education
Pamphlet No. 100, 1946), p. 32.
2 • •
.
Philip S. Broughton, For a Stronger Congress (Public Affairs
Pamphlet No. II6, I946), p. 3.
5. Unpublished or mimeographed materials, in footnotes are presented
with titles enclosed in quotation marks:
1
Ruby Lucille Oats, "A Study of Selected Superstitious and
Erroneous Beliefs of One Hundred-Two Students in Duval County School,
Jacksonville, Florida." Unpublished M. A. thesis. School of Education,
Atlanta University, 1945^ p. 12.
2
Alma Stegall, "A Program for Directing Practice Teaching, Albany
State College, Albany, Georgia." Unpublished M. Ed. Investigation,
School of Education, Atlanta University, 1944j p. IS.
3
"The Richmond County Workshop." Bulletin of the School of
Education, Atlanta University, 1944, p. I6. (mimeqgraphed).
4
Oran W. Eagleson and Henry C. Hamilton, "Human Behavior and Its
Measurement" (Atlanta, 1946), p.. 82. (mimeographed).
5
Ross L. Mooney, "Report on the Experimental Use of a Resource-
Problem Checklist in Freshman Education Survey, Fall ''.941. "
Unpublished manuscript in the files of the College ol Education, Ohio
State University, p. 6.
109
6
"Cooperative Program in Supervision, 1944-45." Unpublished
manuscript in the files of the School of Education, Atlanta
University, p. 15.
7
"Report of the Workshop Committee." A Report presented at a
meeting of the Georgia Committee on Cooperation in Teacher Education,
Atlanta, Georgia, 1945, p. 2. (mimeographed).
1
Footnotes, Use of Ibid. In
1, The word Ibid, (an abbreviation for ibidem, meaning "in the same
place") is used to avoid repetition in consecutive footnotes. Thus. Ibid,
accompanied by a page reference would be used in one footnote to indicate
that the title of the work cited and the author's name, if given, are the
same as this information in the footnote which immediately precedes it,
but that the pages cited in the two footnotes are different; and. Ibid,
without an accompanying page reference would be used to indicate that the
footnote refers to exactly the same work and the same page as the footnote
which precedes it:
1




H. H. Giles, Teacher-Pupil Planning (New York, 1939), p. 146.
4
Ibid.
2. It is obvious that Ibid, should never be the first footnote on a K
page, for it always points directly to the footnote which precedes it on
the same page. In the event the first footnote on a page refers to the
1
See "Abbreviations," pp. 97-9B.
no
same author and title as the last footnote on the preceding page, repeat
in the new footnote the author's name and the tAtle of the work, but do
not include the information in parentheses:
1
H. H. Giles, Teacher-Pupil Planning, p. 103.
Footnotes, Use of o^. cit. In
1. The term op. cit (an abbreviation of opere citato, meaning "in the
work cited") is used in footnotes when two works cited are the same, but
there is one or more intervening footnotes. The author's name is generally
, , \
used with the abbreviation to identify the work:
1
John Dewey, Experience and Education (New York, 193S)» PP» 14-16.
2
Melvin A. Gordon, The Activity Program (New Yobk, 1936), p, 18,
3
John Dewey, op. cit.. p. 87.
2. If a statement in the text for which it is appropriate to use the
term op. cit in the footnote includes the author's name, then the author's'
name may be omitted in the footnote:
1
Op. pit., p. 87.
3. If two different works of an author have been cited on previous
pages and it is desired to cite one of the works in a footnote, the term
op. cit. should not be used. In this case, repeat the author's name and
the title of the work, but not the place of publication and date:
1
H. H. Giles, Teacher-Pupil Planning, p. 103.
Ill
1
Footnotes, Special Types Of
1« Citations of first-hand sources which have not been consulted by
the investigator, but are found in other Sf'holarly works, should be cited
with the original source;
1
■ Paul Monroe, Founding the American Public School System
(New York, 1940), p. 231. as cited in H. H. C-iles, Teacher-Pupil
Planning (New York, 1941)^ p. 204.
2. Two or more works presented in one footnote should be separated by
semicolons;
1
National Education Association, .Educational Policies Commission,
The Purposes of Education in American Democracy (Washington, D. C.,
1938), p. 44; 1. Minor Gwynn, Curriculum Principles and Social Trends
(New York, 1943), pp. 138-42.
'3. 4 book edited may be cited in a footnote as follows:
1
Samuel Everett, (ed.), A Challenge to Secondary Education
(New York, 1935), p. 23.-
4. When the edition is mentioned, it should be included in the paren¬
theses. The long form of footnotes may be used to identify the work when
the author is anonymous:
A Manual of Style (lOth ed.; Chicago; University of Chicago
Press, 1937), pp. 123-30.
,5. Examples of citations in footnotes from newspapers, letters,
personal correspondence, and interviews are as follows:
1
These forms' are based essentially on the following references:
A Manual of Style (lOth ed.; Chicago, University of Chicago Press, 1937),
pp. 123-30J Atlanta University, Department of Ekiglish, "Thesis Handbook"
(Atlanta, 1941) pp. 20-24. (mimeographed); Howard University, A Manual
of Research and Thesis Writing for Graduate Students (Washington, D. C.,
1941), pp. 49-57. For more detailed suggestions, these works may be
consulted.
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New York Times, October 15, 1946.
2
Frederick Douglass to Sarah H, Hallock. December 22, 1863. MS.
(Atlanta University Library).
3
Personal correspondence of the author, letter to Rufus E.
Clement, Atlanta, Georgia, November 24, 1946.
4
Interview with Mrs; L. M. Holt, Chicago, Ill., June 21, 1945.
Footnotes, Rules for Typing
1. Footnotes on a page should be grouped below a line drawn across
the page, one double-sapce below the last line of the text,
2. For every index number in the text indicating a footnote, there
should be a corresponding footnote number and an accompanying footnote.
3. Footnote numbers should be continuous on the page, i.e., the first
footnote on each page should be number one.
4. Footnotes should be single-spaced and the first line, indented four
spaces as a paragraph in the text.
5. The index mark should be elevated slightly above the alignment of
0
the word which it precedes without space.
6. If more than one footnote appears on a page, double spaces should
be left between each footnote.
7. The margins of pages on which there are footnotes should be the




1. Each new chapter, the appendix, and the final bibliography should
begin at the top of a page.
2. Rules for typing chapter headings are as follows:
a. The word "CHAPTER" (written entirely in capitals) and the
number of the chapter in Roman numerals should be centered at the top of
the page (see page 97).
b. Three spaces below the chapter designation the title of the
chapter is written entirely in capitals and centered on the page. If more
than one line is required for the title, it should be single-spaced and
typed in inverted pyramid form (see page 114).
3. Subdivisions within a chapter or subheads are of two types,
namely, centered heads and sideheads. One may use only centered heads, or
only sideheads, or a combination of both centered heads and sideheads.
a. Centered heads which follow immediately after a chapter title
should be centered on the page two spaces below the chapter title and
three spaces above the first sentence of the text of the chapter. Other
centered heads should be similarly placed, that is, two spaces below the
last line of typing which precedes it and three spaces above the beginning
line of the material of which it is a heading (see illustration following
1
For rules governing the typing of headings associated with
a. The acknowledgement, see p. 45.
b. The appendix, see p. 96.
c. The bibliography, see pp. 94-95.
d. Figures, see pp. 89-90.
e. List of figures, see p, 4^.
f. List of tables, see p. 47.
g. Table of contents, see p, 45.
h. Tables, see pp. 89—90.
i. The title page, see p. 42.
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Rule 3c). Centered heads should be typed in capital and lower-case
letters. The usual rule is to capitalize the first word, all nouns, pro¬
nouns, verbs, adjectives, and adverbs as well as prepositions that stand
last or contain more than four letters. These headings should not be
followed by terminal punctuation.
b. Sideheads referred to in this work are headings which are run
in a line continuous with the paragraph to which they belong (see
Chapters I-IX). They are never, however, a part of the sentence which
they precede. When they are used exclusively, i.e., centered heads are
not used, they may be written in capitals and lower-case letters for
special emphasis. These headings should have regular paragraph indenta¬
tion (four spaces); they should be underlined; and they should be followed
by a period and a dash. The use of run-in sideheads is illustrated in
this work (see Chapters I-IX).
c. In using both centered heads and run-in sideheads, the.
centered heads should be typed as indicated in the preceding Rule 3a and
the sideheads should be typed in lower-case letters except the first
letter of the first word and proper names. An ejcample of the use of a
combination of centered heads and sideheads is as follows:
CHAPTER
THE SELECTION OF A PROBLEM: NEEDED RESEARCH
■ IN EDUCATION
The Discovery of Problems
Many unsolved problems in education.— A too common belief of educa¬
tional workers, whether in field service or the graduate school, is that
_
Adapted from Carter V. Good, A. S. Barr, and Douglas E. Scates,
The Methodology of Educational Research (New York, 1941), pp. 31ff.
115
most of the problems of education have been solved. They express ....
Discovering problems.— Suggestions have been made for identifying
experimental problem, which may also be ....
Problems Ebiphasized in Educational Literature
Frequency of investigation of various problems of education.— Some




All paragraph indentations should be four spaces^
Introductory Words
1. The words "namely," "that is," "for example," "such as," and "as
follows" are called introductory words.
2. As a coordinating conjunction, introducing examples, the expression
"such as" has a comma before but not after:
Several needs were revealed, such as the need for sanitary water,
the need for hot lunches, the need for ....
3. The words "namely," "viz.," "i.e.," "e.g." are usually enclosed in
commas when they are used in a sentence to introduce an example or explana¬
tion:
Two groups, namely, the teachers and the parents, will be asked to
participate.
1
For information on indentations associated with
a. The acknowledgement, see p. 45.
b. The final bibliography, see p. 96.
c. The list of figures, see p. 48.
d. The list of tables, see pp. 47-48.
e. Quotations, see p. 123.
f. The table of contents, see pp. 45-47.
g. The title page, see pp. 42-44.
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Several types of athletic games were considered, e.g., basketball,
baseball, and volleyball.
The follow-up study of the first group, namely, those who
continued school after graduation from high school, was made by means
of a questionnaire.
4. If the word "namely" is used in a sentence following a clause
which points directly to what follows, it may be preceded by a colon:
The project was selected for two reasons: namely, because it met a
definite need, and because it was within the experience of the
students.
5. If introductory words, such as "for example," introduce a rather
long or complicated part of a sentence, they should be preceded by a
/
semicolon:
The report of the project should include an analysis of the
development and educational significance of the particular piece of
creative workj for example, a painting that interprets Mother Goose
verse to young children should have an accompanying essay reporting ....
Margins^
The margins of all pages s hould not be less than an inch and a half on
the left side of the page, an inch at the top and bottom of the page, and
3'
three-fourths of an inch at the right side of the page.
1
A. S. Barr, "Functional Problem Solving," Journal of Educational
Research. XXXVII (January, 1944)^ 370.
2
For information on margins in preparing
a. The acknowledgement, see p. 45.
b. The bibliography, see pp. 95-96.
c. Figures, see pp. 89-90.
d. Footnotes, see p. 112.
e. The list of figures, see p. 43.
f. The list of tables, see p. 47.
g. The table of contents, see pp, 45-46.
' h. Tables, see pp. 89-90,
i. The title page, see p. 42.
3
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1. As a general rule in typing, numbers that are expressed in one or
two words should be spelled out and figures should be used for those
numbers that require three or more words:
Sixteen; ninety-four; twenty thousand; lOS, 1346.
However, when several numbers are nientioned in a short space, e.g., in
discussing statistical data, figures may be used for all numbers.
2. Always spell out
(a) Common fractions: one-half; three-fourths
(b) Numerical adjectives; third; fifteenth
(c) The expression "per cent" instead of using the symbol,
(d) Numbers which begin a sentence: Thirty-two students ....
(e) A number of two words in case of an isolated mention of a s\im of
dollars: eighteen thousand dollars
3. Always use figures for
(a) Expressions, such as "grades 7 to 12" and "page 36"
(b) Decimals, mixed numbers, and percentages: 2.6; 5ij 7 per cent
(c) Dates and time associated with the abbreviations "A. M." and
"P. M.": January 15, 1947; 2:30 P. M.
(d) Street numbers: 34 Adams Street
(e) A siun of money amounting to a number of dollars and a number of
cents: It costs $3.18.
. 4. Do not use the dollar sign "$" for a sum less than one dollar:
It costs twenty-four cents.
_
The use of numbers in connection with tables and figures is presented
in Chapter VIII.
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5. Two kinds of numbers should be used in numbering pages in the
text. Small Roman numerals should be used in numbering the pages of the
preliminary material up to the first page of Chapter I. All other pages
from Chapter I to the end of the manuscript should be numbered with Arabic
numerals (see following section on "Paging" in this chapter).
Paging
1, Small Roman numbers should be used in numbering the pages of the
preliminary material, including the acknowledgement, the table of
contents, the list of tables, and the list of figures. The preliminary
pages should be numbered by placing numerals at the top of the page,
using "ii" for the first page after the title page and omitting "i" on
the title page (see pages i-vi of this text).
2. Consecutive Arabic numerals should be used in niimbering all pages
of the text from the first page of Chapter I to the end of the text
including the bibliography and appendix. These numbers are placed at the
top of the page, with the exception that the numbers of the first page of
eaciLchapter, the firgt page of the bibMpgraphy, and the first page of
the appendix are placed at the bottom of the page, in the center, two
spaces below the last line of the text.
Paper
The paper used for the final typing should be white (sixteen pound
bond paper Sj by 11 inches),^ This paper should be used for the two
copies, the original and the first carbon copy, which are submitted to the
Institution. ■ Black carbon paper should be used,
_




1. Unity in a sentence is achieved when sentence elements that are
parallel in thought are parallel in form:
I was asked to contribute to the church, to the Y. W. C. A., and
to the school athletic fund.
It was concluded that educational and cultural agencies serve but
a small proportion of the adult population; that new methods must be
employed if increasing numbers of the population are to be reached;
and that the influence of socio-economic factors must be recognized in
making provisions for educational programs of adults.^
The parallel structure of the preceding sentence is shown in the
following analysis:
It was concluded
that educational and cultural agencies serve ...
that newer methods must be .., „
that the influence of socio-economic factors must be
A further example of parallelism is:
However, despite differences in details, all the patterns can be
assembled in four groups: those laboratory courses which are self-
contained; those which are combined with other professional courses;
those which are.combined with subject-matter courses; and those which
are combined with both subject-matter courses and other professional
courses-.^
1
Charles W. Roberts, Jesse W. Harris, and Walter G. Johnson,
op. cit.. p. 132.
2
W. S. Gray, "Summary of Reading Investigations July 1, 1944 to
June 30, 1945^" Journal of Educational Research XXXIX (February, 1946),
404.
3
For further explanation of parallelism, see Porter G. Perrin,
op. cit.. pp. 128-29.
4
E. I. F. Williams, The Actual and Potential Use of Laboratory Schools
(New York, 1942), p. 58.
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2. Numbers may be used in sentences, such as the last two mentioned:
It was concluded (l) that educational and cultural agencies serve
but a small proportion of the adult populationj (2) that new methods
must be employed ....
However, despite differences in details, all the patterns can be
assembled in four groups: first, those laboratory courses which are
self-containedj second, those which
3. Items in an emunerated list should be followed by periods only
when they form complete sentences:
However, despite differenqes in details, all the patterns can be
assembled in four groups:
1. Those laboratory courses which are self-contained .
2. .Those which are' combined with other professional courses
3. Those which are combined with subject-matter courses
4. Those which are combined with both subject-matter courses
and other professional coursesl
However, despite differences in details, all the patterns can be
assembled in four groups:
1. There are those laboratory courses which are self-'
contained^
2. There are those which are combined with other professional
courses^
3. There are those ....
4. There are those
1
These four statements are not complete sentences.
2
These are complete sentences.
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Punctuation, Selected Rules Of
1. A period should be used after an abbreviation.
2. Wien a period and quotation marks come together, the period should
come first.
3. When a period and parentheses come together, put the period inside
the parentheses if the statement enclosed is a complete sentence; other¬
wise outside.
4. Items of a list should be followed by a period only when they form
complete sentences (see "Parallelism," Rule 3, page 120).
5. Periods should not be used after titles of chapters, after table
headings, after column headings in tables, or after titles of figures,
6. Put a comma before "and," "or," and "nor" connecting the last two
2
elements in a sequence of three or more.
7. When a comma and quotation marks come together, the comma should
come first.
8. The semicolon is used to separate clauses of a compound sentence
that are not joined by a conjunction:
Some felt that the problem was not significant; others felt that
it was valid.
There must be no gaps in the trend of thought ' ’ ’ ' ’
able to follow the directions without difficulty.3.
■one reaaer must oe
1
See also "Introductory Words," pp. 115-16; "Conjunctions," Rules 5-7>
p. 106; "Quotation Marks," pp, 124-25.
2 ■ ■ ' .
For use of comma when these conjunctions introduce clauses, see
"Conjunctions," Rule 1, p, 104.
3
See also quotation from Doane, p. 13.
1229.The semicolon is used between clauses of compoimd sentences that
are-joined by one of the conjunctive adverbs (see "Conjunctions," Rule 5#
page 106).
10. The semicolon is used in the place of a comma in a complex
sentence when one or more of the elements have commas between them:
The most important items here discussed are the major divisions of
the report; the development, evaluation, and organisation of ideas;
English usage; educational terminology; tables and graphs; bibliog¬
raphy and footnote forms; and preparation of manuscript.
11. The semicolon is used to separate the elements of a compound
sentence joined by a conjunction if one or more of the elements contain
other marks of punctuation:
The institution regularly has a summer school; and, despite
difficulties of various kinds, will do so this year,
12. When a semicolon and quotation marks come together, the quotation
marks should come first (see following Rule 13).
13. The colon is a "mark of anticipation, pointing to what follows";
it should be used after a word, phrase, or sentence constituting an intro¬
duction to something that follows, such as an illustration, a list, or an
extended quotation.
14. When a colon and quotation marks come together, the quotation
marks should come first (see following Rule 15).
15. The col3n may be used instead of the words "namely," "as follows,"
and "for example":
The most typical use of a dash is to indicate an abrupt change in
thought or construction of a sentence;
If any progress is to be made on this problem - assuming that




1. As a rule, quotations of not more than three lines are included in
the double-spaced lines and enclosed in quotation marks (see reference
No. 1, page 22).
2. In typing a quotation of more than three lines, the following
general rules should be observed.
(a) The quotation should be set off from the text in a separate
paragraph.
(b) The quotation should be typed in single-spaced lines,
(c) The quotation should be indented four spaces from the left margin
of the text.
(d) The quotation should begin with an indentation as a paragraph,
i.e., the first letter or symbol of the quotation should be eight spaces
from the left margin of the text or four spaces from the left margin of
the indented paragraph.
(e) The indented quotation should have no quotation marks either at
the beginning or at the end of the quotation.^
3. If more than one paragraph is involved in a quotation of more than
three lines, the following rule for spacing should be observed: Use single
space between continuous paragraphs quoted from the same source (see
reference No. 1, page 23), and double spaces between paragraphs quoted
2
from different works of the same author.
1
See examples, p. 23.
2
Atlanta University, Department of English, o£. cit.. p. 3.
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4. In quotations, the omission of words should be indicated as
follows:
(a) The omission of words at the beginning of a sentence should be
indicated by three dots (see "Capitalization," Rule 3, page 104).
(b) The omission of words within a quoted sentence should be indicated
by th:^e dots and the omission of words at the end of a quoted sentence
should be indicated by four dots:
The ellipsis is an editorial mark showing where a word or more
has been left out. When an ellipsis comes at the end of a statement
marked with a period, the period is added ....
Quotation Marks
1. Quotation marks should be used to enclose a direct quotation, but
not to enclose an indirect quotation:
in talking to us, he said, "By all means have a student union."
1
In talking to us he said that we should have a student union.
2. A brief direct quotation should be separated from the preceding
part of the sentence by a comma (see preceding Rule l);- a colon should be
used to indicate a long quotation (see page 13).
3. A quotation within a quotation is marked by single quotation
marks: "True research has not been .done until one is able to say 'how
many, ' ' how much.' "
4. When words are spoken of as quoted words, they should be enclosed
in quotation marks:
1
See also example, reference to Betts, p. 23.
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The words "namely," "that is," "for example," "such as," and "as
follows" are called introductory words.
It is not necessary to use the title of "Professor," "Doctor," or
"Mister" ....
It is appropriate now to ask the question: "What materials do we
need to carry out the plan?"5.• Quotation marks should not be used to enclose the title of a
1
printed book included in the text - the title should be underlined.
6. Quotation marks may be used with direct questions:
As a result of the presentation, the teachers asked questions,
such as "What are the most critical needs of the children?" "What
are the problems which we must face in meeting these needs?"
7. When quotation marks and a comma, or a period, or a semicolon, or
a colon come together, the following rules should be observed:
(a) Place quotation marks after a period or a comma.
(b) Place quotation marks before a semicolon or colon.
Spacing of Lines^
Both single-spaced and double-spaced lines are used in the writing.
In the body of chapters, with the exception of long quotations, double¬
spaced lines are used.
1
See exception for mimeographed material, "Footnotes, General Form Of,"
Rule 5, p. 108.
2
For information on spacing in presenting
a. The acknowledgement, see p. 45.
b. The bibliography, see pp. 94-96j 127-29.
c. Footnotes, see "Footnotes, Rules for Typing," p. 112,
d. The list of figures, see p. kB.
e. The list of tables, see pp, liJ-kB.
f. Quotations, see pp. 123-24.
g. The table of contents, see pp. 45-47.
h. The title page, see pp. 42-44.
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Type
1. Either standard or elite type is acceptable, Black typewriter
ribbon' and carbon paper should be used.
2. Typing should be on one side of the paper only,
■ 3. When a pen is used for writing symbols or drawing lines, black
drawing ink should be used,' •
BIBLIOGRAPHY
Books
Alexander, Carter. How to Locate Educational Information and Data. New
York: Bureau of Publications, Teachers College, Coliimbia University,
1935.
A Manual of Style. 10th ed, Chicago: University of Chicago Press, 1937.
American Counpil on Education, Staff of the Division on Child Development
and Teacher Personnel. Helping Teachers* Understand Children.
Washington, D. C.: American Council on Education, 1945.
Atlanta University, Department of English. "Thesis Handbook." Atlanta,
Ga,: Atlanta University, 1941 (mimeographed).
Betts, Enimett Albert. The Prevention and Correction of Reading Difficulties.
New York: Row, Peterson, and Co., 1936.
'California Curriculum Commission. Teachers Guide to Child Development
Manual for Kindergarten and Primary Teachers. Sacramento, California:
California State Printing Office, 1930.
Campbell, William Giles. A Form Book for Thesis Writing. Atlanta, Ga.:
Houghton-Mifflin Co., 1939.
Dewey, John. The Quest of Certainty: A Study of the Relation of Knowledge
and Action. New York: Minton, Balch, and Co., 1929.
Doan, Donald C. The Needs of Youth. New York: Bureau of Publications,
Teachers College, Coliimbia University, 1942.
Fisher, Dorothy Canfield. Our Young Folks. New York: Hapcourt, Brace,
and Co., 1943.
Giles, H. H., McCutchen, S. P., and Zechiel, A. N. Exploring the
Curriculum. New York: Harper and Brothers, 1942.
Good, Carter V., Barr, A. S., and Scates, Douglas E. The Methodology of
Educational Research. New York: D. Appleton-Century Co., 1941.
Gwynn, J. Minor. Curriculum Principles and Social Trends. New.York:
Macmillan Co., 1943.
Howard University. A Manual of Research and Thesis Writing for Graduate




National Education Association, Department of Supervision and Curriculum
Development. Group*'Planning in Education. 1945 Yearbook.
Washington, D. C.: National Education Association, 1945.
. Toward a New Curriculum: Extending the Educational Opportunities
of Children. Youth. and Adults. 1944 Yearbook. Washington, D. C.:
National Education Association, 1944.
National Education Association, Department of Supervision and Directors of
Instruction. Cooperation. Principles and Practices. Eleventh Year¬
book. Washington, D. C.: National Education Association, 1938.
National Society for the Study of Education. American Education in the
Postwar Period; Curriculum Reconstruction. Forty-fourth Yearbook,
Part I. Chicago: University of Chicago Press, 1945.
Olsen, Edward G. School and Community. New York: Prentice-Hall, Inc.,
■ 1945.
Perrin, Porter G. Writer's Guide and Index to English. New York: Scott,
Foresman and Co., 1942.
Prescott, Daniel Alfred. Emotion and the Educative Process. Washington,
D. C.: American Council on-Education, 1938.
Progressive Education Association, Commission on Secondary School
Curriculum. Mathematics in General Education. New York: D. Appleton-
Century Co., 1940.
. Science in General Education. New York: D. Appleton-Century Co,,
1938.
Reeder, Ward G.. How to Write a Thesis. Bloomington, Illinois: Public
School Publishing Co., 1930..
Roberts, Charles W., Harris, Jesse W., and Johnson, Walter G. A Handbook
of English. New York: Oxford University Press, 1944.
Williams, E. I. F. The Actual and Potential Use of Laboratory Schools.
New York: Bureau of Publications, Teachers College, Col\imbia Uni¬
versity, 1942.
Articles
Barr, A. S. "Functional Problem Solving," Journal of Educational Research.
XXX7II (January, 1944), 370-71.
Cormay, W. J. B. "High School Athletics and Scholarship Measured by
Achievement Tests," School Review. XLIII (June, 1935), 456-61,
Eurich, Alvin, Pace, C. Robert, and Ziegfeld, Edwin. "Evaluative Studies,"
Review of Educational Research. XII, No. 5 (December, 1942), 521-33.
129
Graham, Alva IVhitcomb. "Do Teachers Who Use Democratic Methods Develop
Democratic Attitudes?" Elementary School Journal. XLVII (September,•
1946), 24-27.
Gray, W. S. "Summary of Reading Investigations July 1, 1944 to June 30,
1945," Journal of Educational Research. XXXIX (February, 1946), 404,'
Strang, Ruth M. "Analytic, Synthetic, and Diagnostic Studies of
Individuals," Review of Educational Research. XII, No. 5 (December,
1942), 479-91.
Wilson, Howard E. "School and Community Life in the Social Studies
Program," Review of Educational Research. XI, No. 4., Part 2
(October, 1941), 459-64.
